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PREFACE 


One of the chief purposes of a preface is to permit an author 
to put aside the réle of impersonal expositor and interpreter and 
to talk in the first person about that which he has written. I 
should like to indicate why this book in the foundations and 
philosophy of education has been given the title, Education and 
Morals. I can perhaps do this most simply if I review some of the 
things which have been of concern to me in recent years as | 
have talked with parents and teachers about the meaning and 
the present tasks of education. 

I have long been associated with the progressive wing in 
American education. I share its conception that, viewed from 
the standpoint of the education of the young, democracy is the 
most significant pattern in American life. I believe that the demo- 
cratic conception was given a valid new application by those 
educators who declared that a child is a person and should be so 
treated by those responsible for his education. Although the 
principle of respect for the immature human being does not au- 
tomatically translate itself into a program of education, it gives 
necessary moral direction by its recognition that the aim of edu- 
cation should be the growth and the liberation of the child, not 
his subordination to some external and absolute system. 

I am also in full accord with those experimentalist educa- 
tors who contend that respect for the child as a person includes 
as its most vital meaning respect for his intellectual potentialities, 
and that a primary purpose of education in a democracy should 
be to help each child develop a mind of his own. This necessarily 
makes method in education a moral as well as a psychological and 
pedagogical affair. We learn as we experience and practice, And 
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the child learns to think by having opportunity to engage in pur- 
poseful activities that involve the use of means in the attainment 
of outcomes. No school meets the democratic criterion unless it 
provides opportunity for its pupils to participate in activities that 
nurture their capacity to think and to evaluate. 

I also believe that something of enduring worth was con- 
tributed by those who conceived education as a process of 
continuous “reconstruction of experience” that results in the 
achievement of new meanings and greater powers of control. 
Viewed from this perspective there is real ground for the asser- 
tion that education is its own end: an ongoing process of growth 
subordinate to nothing save more growth through education. 

But this commitment in education to democratic outlooks 
and experimental procedures is a moral commitment. It is 
grounded in a definite manifestation of preference for a particu- 
lar type of group and personal living. Alternative systems of life 
and thought exist. ‘These alternative systems have their distinc- 
tive and rival educational objectives and procedures. The ad- 
herents of these alternative systems are now attacking this 
experimental, functional view of education. I believe that we 
shall not be able to meet this attack unless we are prepared to 
defend the moral foundations of our democratic and experimen- 
talist program of education. 

And this is only one phase of the problem. Reactionary 
forces of both the right and the left are also attacking the very 
fundamentals of our democratic way of life. We may be sure 
that education for freedom and for the full development of the 
capacities of individual human beings will not survive under the 
authoritarian regimentations of any brand of totalitarianism. I 
am therefore convinced that devotion to democratic and experi- 
mentalist values in education involves us in the broader struggle 
to maintain the conditions essential to a “free” society. Today 
there is abundant evidence to show that the attitudes, the human 
dispositions, the loyalties, the understandings, the techniques 
and the habits which make this codperative life of freedom pos- 
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sible are not inborn. They are acquired by each new generation 
through a process of directed experiencing and learning. Educa- 
tors who believe in democracy must not evade the responsibility 
of nurturing the young in the morality of this life of organized 
freedom. 

I have written Education and Morals because I consider it 
important for American educators to recognize that devotion to 
the ideals of democracy in no way bars us from making a delib- 
erate effort to nurture the young in the essential patterns of 
democratic life and thought. If our schools are to serve as positive 
agencies for the maintenance of a “free” society, they must be 
concerned today with “society” as well as with the “child,” with 
“subject-matter” as well as with “method,” with “product” as 
well as with “process,” with human “responsibilities” as well as 
with human “freedoms,” and with social and moral “ends” 
as well as with classroom “procedures” and educational “means.” 

Our country is now in a period of transition and cultural 
transformation. The change from human energy to atomic en- 
ergy, from the self-sufficient family-farm to an interdependent, 
continental economy, from hand production to mass production, 
from scarcity to relative abundance, from the police-power state 
to the positive welfare state, and from the nation to the United 
Nations and the North Atlantic Pact denotes a change so basic 
in nature that it calls for the review and the reconstruction of 
many historic institutions and outlooks. Education has its crucial 
part to play in this audit of American civilization, and in this 
effort to reformulate the meanings of democracy and to define 
the directions in which reconstruction should now move. It may 
well be that the fate of mankind will depend upon whether the 
American people can achieve the maturity—economic, political, 
intellectual, and moral—that is required if we are to use our vast 

ower for the ends of peace and material and cultural progress. 
I have called this book Education and Morals because I have 
wanted to emphasize the character of the task that now con- 
fronts American educators. As I view it, this task is nothing less 
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than the attempt to educate a generation equipped to undertake 
the formation of the patterns for a new civilization. As I conceive 
it that task is basically a moral task. 

In the development of the foregoing view of education and 
its present tasks, I am deeply indebted to my colleagues in the 
Department of Social and Philosophical Foundations of Educa- 
tion at Teachers College, Columbia University. For years we 
have collaborated in the work of a course that has sought to bring 
the individual and the social aspects of education into organic 
unity. Although many problems remain to be solved, we are 
much encouraged by the response of teachers to this conception 
and emphasis in education. 

With their consent, I have dedicated this book to John 
Dewey and William H. Kilpatrick, two former teachers of mine. 
I have gained much from their teachings, and I am confident 
that both American democracy and American education are in 
a stronger position because of their pioneer work in education. 
Responsibility, however, for the views developed in this book 
rests solely with me; not even pragmatists can be held responsible 
for the consequences of their teachings in the minds of those who 
study with them. 

I should also like to express my appreciation to the admin- 
istrative officers of ‘Teachers College who have done so much to 
make it possible for me to complete this study. In the organiza- 
tion and typing of the manuscript, in the location of sources, and 
in the preparation of the materials for publication, I owe much 
to the codperation of my wife, Grace Fowler Childs, and to 
Elizabeth V. Rowland, my assistant in philosophy of education. 
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Characteristics of Deliberate Education 


OR man education is not a mere adornment, it is a life neces- 

sity. The human being, at birth, is not nearly so rugged or 
resourceful as the offspring of many animal forms. The latter are 
either on their own from the moment they are born or they 
achieve self-sufficiency after a relatively short period of parental 
care. The human infant has no such inborn power of efliciency 
and control. For a period of years he is dependent on others while 
he matures and learns how to take care of himself. It is by virtue 
of this adult care and nurture—education—that each new-born 
human being achieves the competence required for his own exist- 
ence. 

Human societies are equally dependent upon education. 
Their established modes of life and thought are not biologically 
transmitted, they are acquired by each successive generation 
through a process of weighted experiencing and learning. No 
matter how superior the linguistic, the technological, the scien- 
tific, the institutional, the aesthetic, and the ethical attainments 
of a human group, its young are in no way predisposed by organic 
constitution to reproduce these cultural patterns in their own 
original responses. ‘The behavioral equivalents of these cultural 
affairs emerge in the lives of the immature only as they learn 
them through participation in the activities of their people. A 
society continues to exist because of this never ending process 
of communication and learning. 

Education is thus a life necessity in a two-fold sense. It is 
through nurture that each child becomes a human person. It is 
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also through the education of its immature members that a so- 
ciety provides for the maintenance and the further development 
of its own ways of living. 


§ 1. Education and the School 


Much of learning is not the result of organized, deliberate 
instruction; it comes rather as a by-product of the participation 
of the young in the ways of living of their society. All of these 
ways educate, and from the standpoint of the developing child 
what we call “miseducation” is just as real as the other and more 
approved forms of learning. In this indirect and informal sense 
all adults are teachers, for the specialized but interrelated activ- 
ities they carry on are the primary force in evoking and pattern- 
ing the responses of the children of their community. Learnings 
acquired in this incidental manner frequently play a crucial part 
in the shaping of the basic emotional and intellectual dispositions 
of the young. It is only as we perceive the unremitting réle of 
these community activities in the nurture of the immature that 
we grasp the meaning of this thing we call education. 

But adults are not content to rely exclusively on these in- 
cidental and informal means for the education of their children. 
At an early stage in the development of their affairs they are 
led to organize and maintain a special institution—the school— 
to assume direct responsibility for the introduction of the young 
to their established and cherished modes of life and thought. The 
function of the school is to provide a selected environment and 
schedule of activities for the nurture of the young in those appre- 
ciations, outlooks, and behaviors considered most important and 
essential to the life of the group. 

The functions, the responsibilities, and the prestige of this 
deliberately organized educational enterprise have grown, not 
declined, with the advance of civilization. Indeed, the more 
human beings discover and learn, and the more enriched and 
complex their ways of living become, the greater the tendency 
to rely upon the agencies of deliberate education. Today, the 
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deliberate education of the young is recognized in all parts of 
the world as a primary human activity, and the school has be- 
come one of the major human institutions. 

In this book our concern is with the moral nature of this 
undertaking in which adults evaluate and formulate their experi- 
ence for the express purpose of the education of the young. It is 
our conviction that any agency—private or public, ecclesiastical 
or secular—that undertakes to select and mediate human experi- 
ence in order to provide for the nurture of immature human 
beings is engaged in the most fundamental of all the moral activ- 
ities of mankind. Nor is this moral approach to the tasks and 
problems of education a one-sided and partial way of looking at 
the work of the school. As used in our discussion, the term moral 
refers to both the ends and the means of this organized effort of 
the school to guide the process by which the young achieve 
the forms of their being, their thinking, and their doing. It is our 
conclusion that the most significant approach to any working 
program of education is to examine it from the standpoint of 
the values it seeks to cultivate in the young. 


§ 2. Education and Primary Human Faiths 


As we have already indicated, men everywhere reveal by 
their actual deeds that they regard the immature human being 
as the kind of creature who should go to school. This universal 
tendency to organize and support schools is a concrete expression 
of the basic human conviction that patterns of conduct and per- 
sonality are not wholly predetermined, but are created, at least 
in some significant sense, by experience—that is, by that which 
human beings learn and become as a result of what they do and 
undergo. Faith in this capacity of man to learn, and to benefit 
from that which he learns, is implicit in every attempt of adults 
to plan and maintain an organized program of education. 

Schools are also public testimony to man’s faith in the 
possibility of control over his own destiny. They are founded 
because man believes that he has some measure of power to 
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shape the course of his own ways of living. A school system 
is organized whenever a human group begins to become con- 
scious of its own experience, and desires to select from the 
totality of its beliefs and practices certain things which it is 
concerned to preserve and foster by reproducing them in the 
lives of its young. In other words, the organization of a system of 
schools signifies the deliberate attempt of a human group to 
control the pattern of its own evolution. ‘Through the responsible 
guidance of the experiencing and learning of their young, adults 
hope to make of them and of their society something different 
and more satisfactory than would eventuate if affairs were left 
to take their own course. Organized education is thus the an- 
tithesis of a laissez-faire practice; it is an activity that deliberately 
involves itself in the destinies of human beings. 

In fine, the enterprise of education is grounded in two 
basic and interrelated faiths—faith in the modifiability of the 
human form, and faith in the possibility of controlling the 
human enterprise in the interest of cherished ends, or values. 
Man demonstrates by this universal tendency to found and 
support schools that he is not a fatalist. Were he really con- 
vinced that his preferences and efforts were without power to 
ameliorate his own estate, he would not progressively expand 
his investments in deliberate education. This increasing ten- 
dency to trust in the art of education is associated with a grow- 
ing respect for the powers and potentialities of man. Implicit 
in the practice of the school is the faith that human effort, 
guided by intelligence, can make a real difference in the course 
of those things that matter most. 


§ 3. Education and Choice Among Life Alternatives 


The moral nature of education stems from the fact that 
schools are organized and maintained by adults, not by the 
children who attend them. Adults engage in deliberate educa- 
tion because they are concerned to direct the processes by which 
their children mature and learn to become participating mem- 
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bers of their society. A manifestation of preference for certain 
patterns of living as opposed to others is therefore inherent in 
every program of deliberate education. Schools always exhibit 
in their purposes and their programs of study that which the 
adults of a society have come to prize in their experience and / 
_Mmost deeply desire to nurture in their own children. Hence | 
' the curriculum of a school is an index to the values of the | 
particular human group that founds the school. It is because J 
some conception of what is humanly significant and desirable 
is implicit in all nurture of the young that we may say without 
exaggeration that each program of deliberate education is, by 
nature, a moral undertaking. 

Our thought about education will be confused at its very 
root if we do not perceive that a school can never be a morally 
indifferent institution. Each school operates within a definite 
historical-social situation. This situation is marked by genuine 
life alternatives. Amid these plural and competing patterns of 
living, the school seeks to emphasize and to foster certain types 
of growth, and to hinder and to avert other types of growth. 
Were one invariant line of development alone open to the 
young, there would be no need for adult guidance. ‘Thus, both 
lay and professional educational leaders misconceive the essen- 
tial meaning of a school whenever they pretend to be neutral 
or indifferent to what happens to the children under their juris- 
diction. In the last analysis, the success or failure of a school is 
measured in moral terms, that is, by what it does with and for 
the human beings entrusted to its care. All of the other func- 
tions of a school are ancillary to this primary responsibility 
of directing the growth of the immature members of its society. 

Obviously, there can be important differences in judgment 
about what kinds of human behavior are so fundamental and 
desirable that they should be cultivated in the school. In view 
of our present limited knowledge of the process of human 
maturation and learning, there can also be legitimate differences 
about the best means of nurturing cherished attitudes, tech- 


8 EDUCATION AND MORALS 


niques, interests, tastes, outlooks and patterns of conduct in the 
young. But the fact that we still have much to learn about both 
the ends and the means of education provides no sound ground 
for the notion that we can educate, and at the same time avoid 
responsibility for making judgments about the kind of person, 
or persons, we want the immature to become. This elemental 
moral responsibility is inherent in each program of deliberate 
education, for the cultural selections and rejections inescapably 
involved in the construction and direction of an educational 
program necessarily have consequences in the lives of those who 
are nurtured in it. 

This tendency to pattern the intellectual and emotional 
dispositions of the young is present in every type of educational 
program—democratic as well as authoritarian, secular as well as 
religious, scientific as well as humanist, liberal as well as voca- 
tional, individualist as well as collectivist. In sum, the making 
of choices that have to do with the destinies of human beings 
cannot be eliminated from that directing of experience and 
learning which is the distinctive function of the school. It is 
choice among significant life alternatives that is the essence of 
the moral act, and choice among values necessarily pervades those 
human actions by which the program of a school is organized 
and communicated. 


§ 4. Man Learns His Human Nature 
Although education is typically carried on by groups and 


in groups, its concern is with the individual human being. Irre- 
spective of the ethical nature of our educational philosophy— 
that is, irrespective of its regard, or lack of regard, for the worth 
of human personality—when we educate we cannot ignore the 
individual human being. Learning is a process of the recon- 
struction of experience, and experience is always an affair of 
individuals. As many have emphasized, that which individuals 
experience is of their surroundings—both physical and social. 
And in our effort to modify a child it is important to take account 
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of the group of which he is a member. But the individual human 
being is nevertheless the only center of behavior, feeling and 
thought. Hence there can be no general, or impersonal, effects of 
educational activity. Either the results of our educational activity 
register in the behaviors and dispositions of individual human 
beings or they do not register at all. Without definite modifica- 
tions in the habits, the appreciations, the skills, the knowledge, 
the attitudes, the allegiances, and the dispositions of individual 
children, there is no education. It follows that any person who 
is not willing to assume responsibility for directing the growth 
and the reconstruction of the experience of immature human be- 
ings should not enter the work of education. This kind of moral 
responsibility is written into the very constitution of the under- 
taking in which adults essay to direct the experience of the 
young." 

The more knowledge that we accumulate about human 
beings and the process by which they develop, the more we are 
confident that the patterns of human nature are neither uniquely 
given at birth nor do they automatically develop by a process 
of the unfolding of a pre-formed self. Inherited factors set broad 
limits for the growth of the individual human being, but evi- 
dence from a variety of sources—biological, psychological, and an- 
thropological—indicates that a wide range of possibilities lies 
within these native determinants. The manner in which these 
organic potentialities of the human infant will be synthesized 
into a mature human being is always conditioned by factors of 
culture and experience. William James did not exaggerate when 
he declared that many different selves are open to each indi- 
vidual at the beginning of life, “but to make any one of them 
actual, the rest must more or less be suppressed.” ® 


* The discussion is phrased in terms of the school, and of adult interest in 
the education of the young. The same general principles apply however to the 
education of adults. Deliberate education, at any or all age levels, makes sense 
only as it denotes a conscious ordering of means to foster desired developments 
in the lives of individual human beings. 

* William James, Principles of Psychology (New York, Henry Holt and 
Co., 1890), Vol. I, pp. 309-310. 
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Learning continues throughout life, but the early years are 
the formative ones. It is then that the basic intellectual and emo- 
tional dispositions are developed. During the early years of their 
existence, individuals acquire their characteristic modes of feel- 
ing, appreciation, and perception, as well as their governing 
principles of response to their fellow human beings. All of their 
subsequent learning tends to be assimilated to the patterns of 
personality gradually articulated and more or less integrated dur- 
ing this plastic and formative period. Hence in directing and 
ordering the experience of the young, we are not merely selecting 
the fields of subject-matter and life-activity in which they shall 
gain knowledge and competence, we are also inescapably sharing 
in that foundational process that determines the very mode of 
their personhood. 

Bernard Shaw has contended that “the vilest abortionist 
is he who attempts to mold the mind of a child.” * In this strik- 
ing phrase he has summarized a view held by some of those who 
have been identified with the “child-centered” educational move- 
ment. Shaw, however, both mistakes and mis-states the issue. 
The primary fact is that the life and the mind of the child is 
necessarily molded, for it is through the nurture provided by 
other human beings that each child achieves its most distinctive 
human traits. Apart from this group nurture, were the child 
fortunate enough to survive, he would not achieve a type of 
existence much above that of other animals. It is through this 
association with others that the infant acquires the character- 
istics that we designate as mind. The actual choice therefore 
is not between a process of unfolding from within and a process 
of molding from without; it is a choice between alternative 
ways of having the human surroundings effect this molding of 
the child. The real question is whether the development of the 
child is to come as a by-product of the accidents and pressures 
of his own unplanned and unguided interactions with his sur- 


* George Bernard Shaw, Man and Superman, “The Revolutionist’s Hand- 
book” (New York, Dodd, Mead & Co., 1948). 
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roundings, or whether his growth is to come as the result of an 
experience in a special environment planned for this educational 
purpose. Schools are organized and supported because adults 
have faith that better results will be attained if the young grow 
to maturity in an environment that has been deliberately or- 
ganized for the purpose of introducing them to the life and 
thought of their society. If we really oppose any and all molding 
of the life of the child, we should in consistency repudiate the 
whole enterprise of deliberate education because this patterning 
of the development of the individual is its basic purpose and 
justification. The actual moral problem therefore is not one of 
molding versus not molding; it is rather the problem of discov- 
ering the means by which the nurture of the child can be made 
a process of enrichment and liberation, not one of exploitation 
and enslavement. 


§ 5. The Obligation to Be Intelligent 


Viewed from the standpoint of their founders and support- 
ers all schools are activity schools. A school, it should be noted, 
is not primarily a building, it is an organized program of human 
activity. It is an enterprise of purpose. Like other purposeful 
activities, it involves the selection and the ordering of means to 
attain projected and desired outcomes. As we have emphasized 
in the foregoing, these educational outcomes have to do with the 
lives of human beings. A program of education is therefore in- 
telligent only to the degree that those who have constructed it 
are aware of the results they desire to attain in the lives of the 
young and have adapted their means accordingly. 

A harmful fallacy is thus imbedded in the notion that teach- 
ers can do more satisfactory work if they simply seek the growth 
of each child and are not encumbered with definite ideas about 
either the outcomes they hope to attain or the means by which 
they expect to achieve these outcomes. Ignorance, vagueness, 
and aimless “busy-work” have no greater value in education 
than in other spheres of human effort. Certainly those who have 
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faith in intelligence will believe that our prospect of getting 
satisfactory results will be greater if we know what we are about 
when we undertake this very important task of directing the 
experiencing of the young. 

On occasion the educational ideas of Dr. John Dewey have 
been cited as authority for the view that education becomes 
immoral whenever it becomes conscious and definite about the 
results that it is seeking to achieve in the lives of the young. In 
Democracy and Education, Dr. Dewey did characterize educa- 
tion as a “process that has no end beyond itself” and he also 
said that since “there is nothing to which growth is relative save 
more growth, there is nothing to which education is subordinate 
save more education.” * But in the same volume, Dr. Dewey in- 
dicated that for him growth meant not mere spontaneous activity, 
but activity that resulted in enriched meaning and in increased 
power of control. He also explicitly stated “that education will 
vary with the quality of life which prevails in a group.”*® He 
further affirmed that the “conception of education as a social 
process and function has no definite meaning until we define 
the kind of society we have in mind.”’® In an article written 
thirty-five years after the founding of his Chicago “laboratory 
school,” Dr. Dewey declared in an appraisal of that educational 
experiment “that there is as much adult imposition in a ‘hands 
off’ policy as in any other course, since by the adoption of that 
course the elders decide to leave the young at the mercy of ac- 
cidental contacts and stimuli, abdicating their responsibility for 
guidance.” 7 

Believing as he does that the ideal of growth for each and 
every person can best be realized in a codperative, democratic 
society, Dr. Dewey has devoted much time to the elaboration 


*John Dewey, Democracy and Education (New York, The Macmillan 
Co., 1916), pp. 59-60. 

° Ibid, p. 94. 

SWid, Deli: 

* Katherine Camp Mayhew and Anna Camp Edwards, The Dewey School 
(New York, Appleton-Century-Crofts, Inc., 1936), p. 469. 
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of the definite moral implications of the democratic conception 
for the nurture of the young. He has emphasized that gen- 
eralized democratic principles cannot really direct education 
unless we make the effort to translate them “into descriptions 
and interpretations of the life which actually goes on in the 
United States today for the purpose of dealing with the forces 
which influence and shape it.” ® 

It is important for educators to recognize that education in 
and for democracy in no way lessens our responsibility for being 
aware of the values we are seeking to nurture in the young. 
Democracy is not a form of anarchy, it is a definite system of 
social and political life. The democratic way of life is indeed 
a distinctive mode of associated life and it makes its definite 
demands on its members. It therefore should have its own dis- 
tinctive educational program. But a distinctive program of edu- 
cation is still a program, and the adults who are to introduce the 
young to the principles and the practices of democracy carry a 
definite and demanding intellectual and moral responsibility. 

Democracy is not nature’s own unique mode of life. It is 
the product of a long and costly human struggle, and its life 
of freedom, of shared responsibility as well as its basic principle 
of government of, by and for the people make demands on the 
individual that are ethically more, not less, exacting than the 
practices of authoritarian social and political systems. Nor is 
democracy inevitably fated to be the pattern of the future. ‘The 
future of democracy depends upon the depth of our commitment 
to it, and upon what we are prepared to do to preserve it. Now 
all of this carries its implications for the way we should think 
of the function of education in a democratic society. Demo- 
cratic attitudes, behaviors and values do not spontaneously un- 
fold in the bosom of the child; he acquires them only as he 
learns them. The democratic way of life can renew itself only as 
the children of each successive generation reproduce in their own 


® William H. Kilpatrick CEd.), The Educational Frontier (New York, 
Appleton-Century-Crofts, Inc., 1933), Pp. 34. 
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lives its principles, its techniques, its disciplines, its loyalties and 
its responsibilities. Our schools must be clear about their part in all 
of this. It is a confused and misleading interpretation which holds 
that since democracy is a life of freedom based on respect for 
each person, we offend against its morality when we take posi- 
tive steps to cultivate its distinctive attitudes and behaviors in 
the personalities of our young. Tolerance is a great virtue, but 
tolerance does not imply moral indifference. ‘Tolerance, more- 
over, is but one of many values comprehended in what we call 
our democratic way of life, and educators can be intelligent about 
education in and for democracy only as they are intelligent about 
the various human attitudes and practices which make this life 
of freedom and tolerance possible. It is a dubious allegiance to 
democracy that leads one to be indifferent to its foundations, 
particularly those foundations that are constituted by the atti- 
tudes, the loyalties, the habits, and the dispositions of its citizens. 


§ 6. Ends and Means in Education 


It is also important for educators to recognize that a scien- 
tifically grounded pedagogy is no substitute for clear ideas about 
the values and purposes of education. The scientific study of 
both the nature of the child and the process of human maturation 
and learning is making indispensable contributions to the work 
of education. No teacher worthy of the name can afford to 
ignore these tested findings. But knowledge of these scientific 
findings does not in and of itself define our educational objec- 
tives. For example, knowledge of the fact of individual differ- 
ences, and of the uniqueness of each child, does not relieve us 
of responsibility for making judgments about the way in which 
that inherited uniqueness is to find its appropriate expression 
within the context of our changing modes of life and thought. 

Studies in human learning show that learning is an active, 
dynamic affair, and the leaders of progressive education have 
rendered an important service by developing an activity cur- 
ticulum to provide more adequately for these dynamic aspects of 
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the learning process. But “pupil initiative” and “wholehearted 
purposeful projects” are in no sense a substitute for adult guid- 
ance; they should rather be viewed as improved means of making 
that guidance more effectual. ‘The more knowledge that we can 
get about the process by which the powers of the child ripen, 
the better we shall be able to plan the program of the school, 
but knowledge of “the human maturation sequence” does not 
justify a “hands-off” policy in education. As a matter of fact, 
such findings as we have about child development show that 
“the human maturation sequence” is by no means exclusively 
an affair of the biological organism; it is deeply influenced by 
environmental factors, and after the first years, the réle of a 
culturally conditioned experience becomes primary in determin- 
ing the further lines of personal growth. Confronted with plural 
and conflicting cultural patterns, educators cannot escape re- 
sponsibility for choosing main lines of human development. 

Those educators who have combined the psychological 
principles of child growth with the moral principles of de- 
mocracy and have developed the conception that the supreme | 
aim of education should be the nurture of an individual who | 
can take responsibility for his own continued growth have made | 
an ethical contribution of lasting worth. But acceptance of the 
objective of developing a person who can eventually take over 
his own education does not at all imply that the school should 
arrange its affairs so that each child, unhindered by adult guid- 
ance, will be left “free to develop in his own way.” ‘To attempt 
to do this is to negate the very purpose of deliberate education. 
We establish schools because we recognize that the child does 
not know the principles and the means of his own development, 
and because we also realize that the kind of scientific and hu- 
mane conduct we call “mature” and which is presupposed in 
the principle of responsible “self-education” is not an original 
endowment. It is a genuine ethical insight that distinguishes 
intellectual and emotional maturity from mere slavish conformity 
to custom, but we err whenever we assume that what is prized 
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as “maturity” is the product of an unguided, spontaneous un- 
folding of an inborn pattern of human personality. 

Although method is fundamental in the nurture of the 
young, method, in and of itself, cannot determine the objectives 
of our educational program. To define these educational objec- 
tives we must have a definite conception of the kind of person 
we are secking to develop. If that conception is to be more than 
a formal abstraction, it must take account of the actual life con- 
ditions and relationships of the society in which the child is 
to live, along with those more general principles of human con- 
duct which men of many different societies have come to honor 
because these principles have been confirmed by all that they 
have experienced. 

Education is grounded in respect for the achievements of 
human beings. If man did not have regard for that which he 
has learned and created, he would not organize schools to com- 
municate his culture to his young. But in a democratic society, 
education is also grounded in respect for each human personality. 
It seeks the growth, not the enslavement, of the immature mem- 
bers of its society. Fortunately, these two basic values are not in 
conflict; on the contrary, they mutually support one another. We 
can manifest respect for the child and contribute to his progres- 
sive liberation through the procedures of deliberate education only 
as we have respect for the knowledge and values that man has 
derived from that which he has suffered and undergone. No 
educational theory or method is to be trusted which opposes 
respect for the child to respect for human experience and 
knowledge. 

In fine, education is a value-conditioned activity. ‘The school 
seeks to cultivate selected values in the young by means of both 
the subject-matters and the methods that it employs in its pro- 
gram. In education, as in other human arts, our practice be- 
comes intelligent as it grows, both in its awareness of the ends 
that it is seeking to attain and in its mastery of the means which 
it must use to attain these ends. The fact that these ends or 


CHARACTERISTICS OF DELIBERATE EDUCATION 17 


outcomes involve the lives of the immature deepens—it does not 
diminish—our responsibility to know what we are trying to 
accomplish when we undertake to educate. 


§ 7. The Moral Nature of Deliberate Education 


As we have emphasized in all the foregoing, deliberate 
education is never morally neutral. A definite expression of 
preference for certain human ends, or values, is inherent in all 
efforts to guide the experience of the young. No human group 
would ever bother to found and maintain a system of schools 
were it not concerned to make of its children something other 
than they would become if left to themselves and their sur- 
roundings. Moreover, in order to develop the preferred and 
chosen patterns of behavior, it is necessary to hinder other and 
incompatible kinds of growth. A school is ineffective as an edu- 
cational agency whenever the emphases in certain aspects or 
departments of its work are denied or negated in other parts 
of its program. In education, as in other realms of human activy- 
ity, the actual practices of a school are more potent than its verbal 
professions. Maximum results are achieved when both the de- 
clared aims and the actual deeds of a school are unified, and its 
children are reared in an environment that supports in its daily 
practices that which it affirms in its theory. 

As we have already stated, the term moral, as used in this 
discussion, does not pertain to a restricted phase of the work of 
the school. The moral interest pervades the entire educational 
program. It is involved whenever a significant choice has to be 
made between a better and a worse in the nurture of the young. 
The moral factor appears whenever the school, or the individual 
teacher or supervisor, is for certain things and against other 
things. The moral element is preéminently involved in all of 
those selections and rejections that are inescapable in the con- 
struction of the purposes and the curriculum of the school. It 
appears, for example, in the affairs of the playground—in the 
kind of sports that are favored and opposed, and in the code of 
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sportsmanship by which the young are taught to govern their 
behavior in the actual play of the various games. It appears 
in the social life of the school—in all of the behaviors that are 
approved or disapproved as the young are taught the manners— 
the conventional or minor morals—of their society. It appears 
in the school’s definition of the delinquent and in its mode of 
dealing with him. It appears in the way children are taught to 
treat those of different racial, religious, occupational, economic 
or national backgrounds. It appears in the department of science: 
in the methods the young are expected to adopt in conducting 
their experiments, in their reports of what actually happened 
during the course of their experiments, as well as in the regard 
of the teachers of science for accuracy, for precision, and for 
conclusions that are based on objective data rather than on 
wishful thinking. It appears in the department of social studies: 
in the problems that are chosen to be discussed, in the manner 
in which they are discussed, in the historical documents and 
events that are emphasized, as well as in the leaders that are 
chosen to illustrate the important and the worthy and the unim- 
portant and the unworthy in the affairs of man. It appears in 
the department of literature: in the novels, the poems, the 
dramas that are chosen for study, in what is considered good 
and what is considered bad in the various forms and styles of 
human conduct and expression. It appears in the organization 
and the government of the school: in the part that superintend- 
ent, supervisors, teachers, pupils are expected to play in the 
making and the maintenance of the regulations of the school. 
It appears in the methods of grading, promoting, and distrib- 
uting honors among the children of the school. It appears in 
the celebration of national holidays: in the particular events 
that are celebrated as well as in the historical and contem- 
porary personalities who are chosen to exemplify the qualities 
of citizenship and worthy community service. It appears in the 
programs for the general assemblies of the schools: in the various 
leaders from the community who are brought in to speak to the 
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children. It appears in the way teachers are treated: the amount 
of freedom and initiative they enjoy, in the extent to which 
teachers are permitted to take part in the life of their community, 
and the degree to which the young believe that they are study- 
ing under leaders who are more than docile, routine drill-masters 
in assigned subjects. It appears in the way the community or- 
ganizes to conduct its schools: in the provision it makes in its 
schoolgrounds, buildings, and equipment, in the kind of people 
it chooses to serve on the school board, and in the relation of 
the members of the board to the administrative and teaching 
staff. In sum, the moral factor enters whenever and wherever 
significant decisions have to be made about either the organiza- 
tion, the administration, or the instructional program of the 
school. All of these decisions, whether they relate to curriculum 
or to extra-curriculum affairs, exert an influence on the attitudes 
and the behaviors of the young. 

Thus judgments about life values inescapably pervade and 
undergird the whole process of providing and guiding experi- 
ence. More than many teachers recognize, a scheme of values— 
a structure of things considered significant, worthful and right— 
operates in their endless responses to the daily behavings of their 
pupils. Many of these educational values concern the very funda- 
mentals of human existence. They have to do with such ele- 
mental things as the rights, the responsibilities, the beliefs, the 
tastes, the appreciations, the faiths and the allegiances of human 
beings. As we introduce the young to the various aspects of 
human experience—familial, economic, scientific, technological, 
political, religious, artistic—we inevitably encourage attitudes and 
habits of response in and to these affairs. In order to encourage, 
we must also discourage; in order to foster, we must also hinder; 
in order to emphasize the significant, we must identify the non- 
significant; and, finally, in order to select and focus attention on 
certain subject-matters of life, we have to reject and ignore other 
subject-matters. Were our values different, our selections and 
our rejections would also be different. ‘The process of selecting 
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and rejecting, of fostering and hindering, of distinguishing the 
lovely from the unlovely, and of discriminating the important 
from the unimportant, is unending in education. It is this proc- 
ess of choice and emphasis that defines what is meant by the 
term moral as it is used in this book. 

As thus interpreted, the concept of the moral refers not 
primarily to the particular ethical quality of the life interests, 
outlooks, and practices involved in any given educational pro- 
gram, but rather to the more elemental fact that choices among 
genuine life-alternatives are inescapably involved in the construc- 
tion and the actual conduct of each and every educational pro- 
gram. These choices necessarily have consequences in the lives 
of the young, and through them in the life of their society. 
Viewed from this perspective, education undoubtedly ranks as 
one of the outstanding moral undertakings of the human race. 
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Society and Education 


HE purposes and the subject-matters of the school are not 

developed by a process of adult contemplation carried on 
in a social vacuum, nor do they arise spontaneously from the 
interests and activities of school children. They are invariably 
developed through the evaluative and selective response of 
adults to the traditions, the conventions, the life practices, and 
the changing conditions of their society. Thus a school is a very 
human institution. Its program is never formulated by “nature,” 
by “history,” by “the state,” by “religion,” by “science,” or by 
any impersonal agency or process; it is always constructed by 
ordinary human beings whose value judgments and educational 
selections are necessarily influenced by factors of time, place, 
status, interest, belief, knowledge and custom. Both religious 
and secular programs of education bear the marks of the par- 
ticular societies in which they have originated, as well as the 
definite cultural interests they have been designed to serve. 

Search into the materials and the purposes of any school 
and you will come upon that which extends beyond the school. 
You will encounter the language, the literature, the practical and 
fine arts, the science, the institutions, the moral ideals, and the 
faiths of an historical, human group. You will find these things, 
however, not in the gross form in which they exist and func- 
tion in the society that creates the school, but abstracted, sifted, 
classified, and graded into a curriculum for the nurture of the 
young. Considerations both of group welfare and of pedagogy 
play a part in this process by which the affairs of a human 
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society are selected and transformed into a curriculum for the 
school. But no matter how drastically these life materials may 
be refined and rearranged in the subject-matters and activities 
of the school, they are always taken originally by somebody, for 
some definite purpose, from the totality of the ways of life and 
thought of a human society. As these group practices, interests, 
beliefs, and outlooks change, the program of the school also 
changes. In this basic sense education is a social affair. Educa- 
tional choices are always, in the last analysis, social choices. 


§ 1. Human Interests and the Purposes of Education 


The historical and the comparative study of man’s educa- 
tional activities shows that the actual ends for which different 
societies, and different groups within the same society have 
chosen to educate have been many and various. As we empha- 
sized in the first chapter, adults tend to make central in their 
program for the nurture of the young whatever they consider 
of major importance and value in their ways of life and thought. 
Even the needs and the possibilities of the young are always 
defined in terms of the particular mode of life that the adults 
who organize the school desire and expect the young to lead. 
It is therefore natural that educational purposes, materials, and 
methods have differed as widely as have types of human asso- 
ciation, systems of value, and patterns of authority and 
leadership. 

Military castes, for example, have resorted to education in 
order to fashion the young into efficient “bayonets” for their 
armed forces. Social and political despots have used education 
for the purpose of breeding devoted and docile “subjects” of 
their autocratic regimes. Revolutionary communists have organ- 
ized schools to train the young in the ideology of the class- 
struggle, and to fashion them into “militant warriors” in the 
world-struggle to overthrow the existing capitalist system. Super- 
naturalists have elaborated school rituals and programs in order 
to nurture “devout believers” in a revealed plan of life and edu- 
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cation. Literary humanists have made a curriculum of the “great- 
books” and have sought to develop the “gentlemen of culture’— 
the cultivated person who is possessed of “the conscience of 
truths valid for all and the will to undertake duties common 
to all.” Experimental scientists have sought to develop the “man 
of the laboratory,” equipped with the attitudes, faiths, and al- 
legiances implicit in the objective experimental process of dis- 
covering and testing truth. Ardent nationalists have demanded 
a common system of schools devoted to the cultivation of the 
“patriot” —the obedient citizen whose final authority and supreme 
object of affection and loyalty is the fatherland. Absolute pacifists 
have founded schools dedicated to world brotherhood and the 
religion of humanity, and designed to create the “conscientious 
objector’—the person who instinctively believes that “all war is 
sin’ and who will have no part in its organized slaughter of fel- 
low human beings. Private enterprisers have propagandized for -* 
a school that will make each child into a “rugged individualist,” 
committed beyond recall to the system of private ownership and 
the principle of “free” and “unregulated” acquisition. Liberals 
have sought a school system that would cultivate the “informed 
and critical mind,” contending that the “enlightened citizen” is 
the only secure foundation for a humane mode of existence. 

Diverse as the foregoing educational purposes and programs 
are, they have certain common features. Each of these educa- 
tional programs defines some historical group’s conception of 
basic life interests and meanings. Each has a conception of the 
kind of person it wants the school to produce, and its norm or 
standard for human personality is derived from its interpreta- 
tion of fundamental group values and relationships. Each of 
these groups is concerned to construct a definite program through 
which its preferred and predominant pattern of living will be 
bred into the dispositions and the habits of the young. It has 
no thought of letting “the child develop in his own way,” what- 
ever that may be held to mean. Each expects that its teachers 
will be faithful in the work of communicating its chosen values 
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to the young. Although the “ethical” quality of these programs 
varies enormously, they are all “moral” undertakings in the ele- 
mental meaning of the term moral: each has its governing 
principles of evaluation and choice in matters of taste, faith, 
allegiance, and human conduct. 


§ 2. Life Imperatives and Educational Programs 


Fortunately, the clash in purpose and program is not quite 
so sharp as the foregoing list of life interests and educational 
objectives suggests. The history of education shows that the 
predominant life-alternative, or value, favored by any particular 
cultural group, or sub-group, has seldom been the sole interest 
included in its total educational program. Militarists, tyrants, 
revolutionists, supernaturalists, literary-humanists, scientists, na- 
tionalists, pacifists, capitalists, and liberals: all, alike, live under 
the compulsions of the here and now. ‘This means that each must 
take account of the stubborn requirements of human existence— 
collective and personal. In order to provide for these life-impera- 
tives, adults have to do more than train the young in a single 
cherished and selected aspect of life; their educational programs 
must also provide some opportunity for the new-born to learn 
about the varied human arts and institutionalized practices that 
are essential to the maintenance of their society. 

A militarist, for example, may be consumed by his interest 
in guns and soldiers, but in his total political and educational 
program he courts disaster if he ignores the need for bread, and 
that whole structure of economic and social institutions and re- 
lationships by which bread is produced and distributed. As a 
militarist he may have no regard for letters and science as such, 
but in the modern world an illiterate, and scientifically and 
technologically untrained army has little chance to survive in 
the ordeal of total war. 

The supernaturalist educator may esteem salvation in the 
life beyond the grave above all other values, but he cannot 
afford to be indifferent to the mundane aspects of life. Most 
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parents will not accept discipline in the life eternal as a sub- 
stitute for competence in reading, writing and arithmetic. ‘They 
also expect their children to learn geography, science, history 
and civics as well as the doctrines that comprise the catechism of 
the church. The curricula of church and public schools there- 
fore have much more in common than one might suspect if he 
has heard only the strictly theological defense of the religious 
school. Supernaturalists are also children of their age; they are 
not wholly immune to the “climate of opinion” in which they 
live and think. Today, the tendency increases in their ranks to 
reject asceticism and all forms of withdrawal from society as 
modes of preparation for the life eternal, and to hold instead 
that the best preparation for the next world is the most adequate 
and meaningful living in the present. 

So, also, for the literary-humanist: he may believe that the 
“unkillable classics” constitute the only significant source of 
human enlightenment, but when he designs his educational 
program, stubborn realities will demand that he give some atten- 
tion to our scientific and technological ways of thinking and of 
making a living. When he builds his school plant, he will prob- 
ably furnish it with the best of modern equipment. More than 
he is aware modern influences will also pervade the classrooms of 
his school—even the imperishable principles of the classics will 
be taught and studied by those whose minds have been con- 
ditioned by the affairs of their own age and society. 

The utilitarian-vocationalist may be passionately devoted to 
narrow technical training in the interest of more efficient and 
more profitable production, but the imperatives of the life of an 
organized community—a community without which his whole 
system of technology and factory production could not survive— 
will require him to give place to many other life interests and 
subjects in the curriculum of his vocational school. 

The experimentalist may accord the attitudes and methods 
of scientific inquiry the supreme place in his philosophy of life 


and education. But when he undertakes to organize a school 
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for the nurture of the young, he will find that the important 
and distinctive demands of family, economy, vocation, govern- 
ment, religion, and art will compel him to make educational pro- 
vision for many human interests other than the disinterested 
pursuit of truth. All of the subject-matters of life can and should 
be explored by the critical and objective method of experimental 
science, but the method of science is in no sense a substitute for 
a direct experience of these varied subject-matters. Important 
and fundamental as is the interest in knowledge, it is by no 
means the only human interest, and it would be a very inade- 
quate school that restricted its attention to the method of experi- 
mental inquiry. 

The shift from an agrarian to an industrial-urban civiliza- 
tion has greatly strengthened this tendency to broaden the per- 
spectives, the interests, the purposes and the subject-matters of 
the school. For most of human history, the young have learned 
the arts by which life is sustained, not primarily by instruction 
given in the school, but by direct and responsible participation 
in these productive activities under the supervision and direction 
of the adults engaged in them. In our highly articulated, spe- 
cialized, and technological civilization, this ancient system of 
apprenticeship is rapidly disappearing, and with it is going much 
of the opportunity of the young to learn through direct sharing 
in the productive affairs of their community. In order to adjust 
to this transformed social and economic situation, the functions 
and the responsibilities of the school have been greatly expanded, 
and the period of schooling has been correspondingly extended. 

It is only natural that this rich and diversified curriculum, 
open to all the children of the community, should have greatly 
altered the educational situation. One consequence has been a 
decline in the emphasis on the transmission of doctrines in the 
education of the young. In a school in which increasing atten- 
tion must, of necessity, be given to the preparation of the young 
for the things that they have to do as citizens and as members 
of particular occupational groups, concern with mundane affairs 
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tends to take much of the time that used to be centered on the 
study of doctrines and the memorizing of moral maxims. In 
our complex, technological society the school has been com- 
pelled to give major attention to the introduction of the young 
to those basic life functions upon which the general welfare 


depends. 


§ 3. The Democratic Conception and the Aims of Education 


The development of democracy has also eliminated certain 
historic types of educational purpose and program. In any so- 
ciety that is really governed by the democratic principle of the 
worth and dignity of each human personality exploitive systems 
of education are necessarily precluded. The democratic com- 
munity negates its own moral foundations whenever it regards 
the child as a mere potential “bayonet” for its armed forces, as 
a mere future “hand” in its system of factory production, or as 
a mere instrument of any kind to be fashioned for the perpetua- 
tion of an established institution, or the interests of a special 
class. A society that is grounded in the conception that govern- 
ments are instituted among men to promote “life, liberty and the 
pursuit of happiness,” and which holds “that whenever any form 
of government becomes destructive of these ends, it is the right 
of the people to alter or to abolish it’ cannot consistently sup- 
port an educational practice that is designed to fashion human 
beings into the mere instruments of the state. The supreme. 
moral trait of the democratic community is that it has no good 
other than the good of individual human beings. 

Moreover, in a democratic society authority and leadership 
in education, as in government, are not supposed to be lodged 
in the hands of any ruling group—hereditary, military, ecclesias- 
tic, or economic. It is the very essence of democratic theory that 
authority and ultimate control in all public affairs should be 
transferred from all such limited groups to the people as a whole. 
In accordance with this principle we have sought to organize 
a system of public schools in the United States in which the re- 
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sponsibility for the determination of the educational program 
would rest with the local communities, and with the various 
state authorities, not with the Federal government—that is, with 
the parents and their own chosen representatives on local school 
boards, not primarily with national or church officials. It has 
been our conviction that a school system thus responsive to the 
interests and the preferences of parents would tend to make 
the needs and the welfare of the child its primary concern. We 
have also assumed that schools which are controlled by the very 
groups whose children are enrolled in them could not easily be 
manipulated to serve the special interests of privileged classes. 
On the whole, events have justified this faith; the American 
school has been disposed to make the growth, not the exploita- 
tion, of the child its controlling objective. 

But even in a democratic society the needs of the immature 
do not define themselves, nor do they remain constant in a world 
in which change is real. As we have already emphasized, in order 
to define desirable patterns of growth for the individual child, 
we must take account of the kind of life that we expect and 
desire him to lead. This pattern of life is not an isolated and 
private thing. It involves, to be sure, the individual child with 
his distinctive native endowment, but it equally involves the 
community with its public modes of life and thought. The 
deeper the regard of the educator for the worth and dignity of 
the child, the deeper his interest in the community should be- 
come. Any program of education tends to become abstract, for- 
mal, and therefore a mechanical routine whenever its purposes 
and materials are considered to be the property of a self-sufficient 
school, for this means that dynamic continuity between the work 
of the school and the life that goes on outside the school has been 
disrupted. A school best provides for the growth of the child 
when it maintains living interaction with the community of 
which he is a part. 
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§ 4. Names and Realities in Human Conduct 


A theory of morals is of course implicit in the foregoing 
view of the relation of the program of the school to the ongoing 
affairs of its society. This moral theory holds, in the first place, 
that human rights and human responsibilities do not constitute 
a separate and fixed system, but that they are conditioned by 
the concrete ways in which a human group makes its living 
and carries on its whole schedule of interrelated life activities. 
This theory assumes, in the second place, that as knowledge 
grows and new means of control and modes of living develop, 
traditional patterns of human rights and duties may also have 
to be modified. In other words, this social conception of educa- 
tion is the correlative of a moral theory which holds that morals 
are related to human interests and evolving conditions of life, 
and hence are not absolute and transcendental, but empirical, in- 
stitutional, and historical in nature. 

It is easy to deceive ourselves and to conceal this empirical 
and social character of morals. All that is necessary to make mor- 
als appear to be unconditioned and immutable is to concentrate 
attention on moral terms or names, and to ignore the actual 
human relationships and behaviors that are denoted by these 
moral terms. Thus an educator may affirm that even revolution- 
ary social changes are of no concern to him, for he knows that 
in each and every society a child should be taught to be un- 
selfish, to be honest, to be chaste, to be loyal, and to make his 
behavior conform to all of the fundamentals of the moral code. 
There is, to be sure, a measure of truth in this educational affrma- 
tion, for in the course of its experience the human race has gained 
many ethical insights. But this emphasis on continuity and per- 
manence in the moral life of man becomes harmful whenever 
it is taken to mean that new knowledge and powers of human 
control, and altered conditions of life, do not make necessary 
fresh appraisals of the behaviors that are to be considered au- 
thentic expressions of these traditional moral principles. 
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For example, changes in modes of production have in no 
way eliminated the importance of the distinction between the 
“selfish” and the “unselfish” in human conduct, but these eco- 
nomic changes are calling for a fundamental review of the 
rights of both the owner and the worker. Considerations of 
public welfare in our interdependent world are now demanding 
that the right of the owner to do as he pleases with that which 
he owns, and the right of the worker to leave his job when and 
as he desires, be altered. Now these are not superficial moral 
changes; they involve fundamentals in human relationships and 
behaviors in the economic sphere. The meaning of the concepts 
of “selfishness” and “unselfishness” must be revised to correspond 
to these new realities in our interdependent ways of making 
a living. So also in the realm of family relationships. ‘The devel- 
opment of effectual contraceptive measures has aroused deep con- 
troversies about what should now be considered “moral” in this 
aspect of human behavior. The evidence indicates that a new 
standard is developing in this ancient sphere of the “moral,” 
and already important church groups are strongly supporting on 
ethical grounds the principle of planned parenthood. Nor does 
the concept of “loyalty” in the realm of political affairs auto- 
matically define itself. World-wide totalitarian political move- 
ments have resulted in novel political affiliations and practices 
which have raised the most difficult kind of questions about the 
meaning of citizenship and the criteria by which “loyalty” is 
to be measured in contemporary political, educational and sim- 
ilar public undertakings. 

In brief, unless education is to serve outmoded and reac- 
tionary ends, it must accept responsibility for defining the kind 
of behaviors which now should be associated with such tradi- 
tional and basic moral categories as “honesty,” “unselfishness,” 
“chastity,” “loyalty,” “equality,” “responsibility,” and “freedom.” 
The present has its deep continuities with the past, but it also 
has its significant discontinuities. The discontinuities, moreover, 
are as real as the continuities. Education, during this period of 
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social transition and strain, will not promote democratic inter- 
ests, if it seeks to make “moral absolutes” out of historic rights 
and forms of human conduct. To serve democratic purposes, 
education must play its part in the important task of moral dis- 
covery. It can do this only as it is willing to continue to examine 
and test its educational values by whatever we gain of new 
knowledge and also by that structure of human relationships 
and activities which is ever developing in the society outside 
the school. An unexamined morality is not fit to fashion the edu- 
cational program of a democracy in this period of social transi- 
tion. Apart from intelligent study of the changing affairs of its 
society, the school has no adequate means of determining the 
worth of its moral foundations. Recognition of the reality of 
change must be one of the fundamental principles in the philoso- 
phy of education of our period. 


§5. Basic Meanings in the Social Interpretation of Education 


Measured by all the crucial scientific criteria, human beings 
constitute a common biological family. All members of this 
human family share a basic organic inheritance. But culturally 
they are members of many different human societies. ‘These 
societies, located in various parts of the world, are the products 
of a long development. They have their common features, but 
they also have their distinctive traits. Each of these societies, 
taken as a whole, is unique. The things which differentiate one 
human group from other territorial and cultural groups are no 
less real than those elements in its ways of life and thought that 
it shares with other human societies. It was this perception which 
led the Commission on the Social Studies of the American 
Historical Association to declare that: 

Education always has a geographical and cultural location; it is there- 
fore specific, local, and dynamic, not general, universal, and unchanging; 
it is a function of a particular society at a particular time and place in 


history; it is rooted in some actual culture and expresses the philosophy 
and the recognized needs of that culture. . . 
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Although the basic biological equipment of man seems to be 
comparatively invariant and may therefore be expected to give certain 
common elements to education everywhere and at all times, human civili- 
zation has characteristics of neighborhood, region, nation, and more ex- 
tended cultural areas, which lend unique qualities to every working 
educational program, however persistent and pervasive may be the uni- 
versal elements entering into it.’ 


It is significant that the eminent members of this Com- 
mission of the American Historical Association decided to em- 
phasize in their concluding Report that deliberate education 
should be viewed not primarily as a function of humanity in 
general, but rather as a function of particular human societies, 
each with its own individualized past, its own language and lit- 
erary heritage, its specialized skills and modes of making a living, 
its distinctive structure of customs, laws, and institutions, as 
well as with its own unique beliefs, sentiments, moral outlooks, 
and conceptions of human excellence and of human destiny. 
For the historian, accustomed to think in the categories of time 
and place, societies are many, not one; dynamic, not static; indi- 
vidualized and evolving, not fixed specimens of an immutable 
human pattern. Individual human beings, in their actual psycho- 
logical natures, are creatures of these historical cultural groups. 
They think, evaluate, and respond out of an intellectual and 
moral consciousness that is saturated and hallowed by the history 
and the achievements of their people. It is not surprising then 
that when these culturally conditioned groups of human beings 
undertook the deliberate nurture of their young, they should 
have created systems of schools which in their subject-matters 
and their purposes reflected the societies into which they had 
been born, and which had shaped the very forms of their own 
being. 

But this argument from history is not decisive. The fact 
that education down to the present has been an undertaking 


* American Historical Association, Conclusions and Recommendations, 
The Report of the Commission on Social Studies (New York, Charles Scribner’s 
Sons, 1934), pp. 31-32. 
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which has varied with factors of time and place, does not in and 
of itself warrant the conclusion that education in our shrinking 
and closely integrated world should continue to be that sort of 
an enterprise. It is wholly fair to ask those who adopt the social 
interpretation of education to justify their position in terms not 
of historical origins, but rather in terms of present human values. 
Certainly a discussion of education and morals should be willing 
to meet this demand, for the deepest concern of morals is with 
what should be, not simply with the description of what has 
been, or now is. We shall therefore conclude this discussion of 
society and education by enumerating some of the considerations 
that make it desirable for us to continue to view education as 
a human undertaking in which factors of time and place are 
centrally important. 

In the first place, this social theory of education is in har- 
mony with the imperatives of educational practice. In spite of 
present cultural changes, no advocate of universalism in educa- 
tion has been bold enough to contend that the children of the 
United States should be nurtured in the Chinese language, or 
that the children of China should be nurtured in the English 
language, or that the children of these two countries should be 
educated in a new world-language. In other words, in the case 
of such basic interests as language and literature, it is generally 
recognized that stubborn historical factors make it both necessary 
and desirable that the program of the school be rooted in the 
cultural heritages of actual human groups. Even following the 
total military defeat of Japan and Germany, no one has recom- 
mended that the children of these two countries be educated in 
the language of one of the victorious Powers. 

The situation is no less compelling when we come to the 
subject of history. Men in different parts of the world have had 
their own and distinctive experiences, and these diversified pasts 
are not dead; they constitute the very substance of the cultures 
in which men now live and through which they develop their 
objects of allegiance and devotion. History, moreover, is the 


34 EDUCATION AND MORALS 


past of the present, and to be significant must be explored from 
the perspective of some actual present. These perspectives are 
as many as are present human societies. Hence proposals for 
“objectivity” in the teaching of history have never assumed that 
the children of the world should be taught a colorless, univer- 
salized human history. These proposals for more impartial 
historical textbooks have recognized the necessity and the desira- 
bility of plural accounts of what human beings, organized in 
different societies, have done and undergone. The demand for 
objectivity in the preparation of school history books has there- 
fore been the demand that these various cultural and national 
accounts strive to be more accurate and fair in their report of 
other cultures and other national groups, particularly in their in- 
terpretations of past transactions and conflicts with these groups. 
It has been accepted that it would mean impoverishment, not 
enrichment, were all of these individualized human records to 
be merged in one common, authoritative history of universal 
man. 

The same considerations obviously hold for vocational edu- 
cation, for education in citizenship, for worthy home member- 
ship, and for the creative use of leisure time. Without taking 
into account the operating institutions and practices of its own 
society, the school would have no adequate means for the con- 
struction of its educational program in these vital dimensions 
of human experience. 

Since the school, in one way or another, must make this 
reference to the affairs of its society, the adherents of the social 
interpretation of education hold that this evaluation of the life 
of a people should be made deliberately with public responsibil- 
ity for whatever cultural selections and rejections are actually 
involved in the construction of its program. The ends of objec- 
tivity will be better served in education when choices among 
life-alternatives are recognized and avowed, not concealed or 


denied. 


This social view of education, in the second place, can 
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help us overcome the tendency to formalism in the work of de- 
liberate education. The constant temptation of the school is to 
permit its materials and schedules of activities, once they have 
been selected, classified, graded, and organized into a curriculum, 
to become an autonomous program of self-perpetuating interests 
and subjects. The school begins to die both emotionally and 
intellectually whenever it thus becomes imprisoned in an in- 
herited curriculum and begins to turn its back on the society that 
it was organized to serve. ‘lo make the communication of mean- 
ing a living thing, the teacher must grasp the connection of his 
“subject” or sphere of human interest and knowledge with that 
which his people have suffered and enjoyed and with that which 
they now do and undergo. Education, moreover, is an affair of 
the young just as literally as it is an affair of the heritage of the 
group. These young are living as well as learning. They live 
by participating in the affairs of their family, neighborhood, 
community, and country. A primary aim of education should 
be to make this participation more meaningful by placing it in 
a wider historical and geographical and cultural context, and by 
helping the young to acquire the knowledge, the skills and the 
techniques which make this participation more effectual. Growth 
in meaning and growth in capacity for participation in the life 
of a human group are not effectually cultivated in a school which 
makes its own world a rival and a substitute for the world out- 
side the school. An increasing number of educators perceive that 
both “subjects” and “children” become abstractions whenever 
they are dealt with as entities independent of the life of the 
community. They recognize that educators can become wise 
about the nurture of the immature members of their society 
only as they continue to grow in their understanding of that 
world from which the young come to school, in which they con- 
tinue to live during the period they study as pupils in the school, 
and to which they must go to work out their own careers when 
their years at school have been completed. 

The social conception of education, in the third place, can 
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help save us from the evil of utopianism in education. By uto- 
pianism is meant any projection of social and educational ends 
which fails to take responsible account of actual cultural con- 
ditions, and hence evades responsibility for developing the con- 
crete means by which its ideal ends are to be achieved. Whenever 
we view moral ideals as absolute and unconditioned things, we 
are apt to get involved in this kind of romanticism. Our country, 
for example, is committed by both religious and political ideology 
to the principle of the dignity and worth of “all men.” To the 
extent that we believe in democracy we are necessarily opposed 
to all patterns of discrimination and enforced segregation based 
on factors of religion, race, color, sex, class, or national origin. 
But nothwithstanding our official democratic affirmations, the 
plain fact is that the ideal of equality in the economic, political 
and cultural affairs of our country is at present most inadequately 
realized. Our historic system of property ownership often op- 
erates in present-day industrial society so as to favor a privileged 
few at the expense of the many; our political system in its actual 
operation in many states now denies Negroes elemental civil 
rights; and existing American attitudes and practices tend to 
subject the members of minority religious groups to a variety 
of discriminations. Education in and for democracy must share 
in the struggle to get rid of these inequalities. But educators can 
assist in this important task of democratic, social reconstruction 
only as they recognize that these discriminations are stubbornly 
grounded in the past experience of the American people. That 
experience still lives in characteristic mental habits. ‘The pioneer 
and agrarian experience of the American people, for example, 
has disposed many of both farm and city to a firm faith in the 
system of economic individualism, even though their own in- 
terests would now be better served in a regime of codperative 
planning. We misconstrue the nature of the present economic 
problem if we do not appreciate the strength of this faith in in- 
dividualism, and discern the ways in which it is often manipu- 
lated by minority groups that have a vested economic interest in 
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the maintenance of the status quo. Experience also demonstrates 
that racial attitudes and the group mores that underlie our segre- 
gated school system have deep roots in the past. It is apparent 
that education can serve as an agency for social progress only as 
it takes full account of these group attitudes and the factors in 
our cultural history which have produced them. 

But to take account of existing attitudes and prejudices does 
not mean that we must weakly surrender to them; it rather 
means that our proposals for reconstruction should be so formu- 
lated that they will strengthen, not weaken, the forces that are 
striving to dissolve this legacy of discrimination. Democratic ad- 
vance is undoubtedly a function of human courage as well as of 
intelligence, but no amount of courage will bring us nearer the 
goal of equality unless that courage is informed by the kind of 
understanding which comes from historical and social analysis. 

Education frequently fails to enjoy the codperation of many 
thoughtful people of genuine democratic interest because of its 
tendency to make vague moral slogans a substitute for analysis 
of the conditions with which it has to deal. Actually we know 
our moral ends only as we know something of the means by 
which these ends are to be attained. Because the social interpre- 
tation of education tends to focus attention on conditions and 
means it gives promise of developing a morality in education 
that will be free from the weakness of sentimental utopianism. 

Finally, the social interpretation of education can help us 
discern the defects of traditionalism in education. By traditional- 
ism is meant not sincere regard for the human past, but rather 
the social and educational view which assumes that we already 
have a completed system of truth concerning the essentials of 
human nature, moral values, and the patterns of human civiliza- 
tion, and which also assumes that this completed system con- 
tains the answers to whatever problems of human belief, human 
conduct, and social policy may beset us. On this basis, education 
becomes merely a process by which the young are indoctrinated 
with the truths of this closed, authoritarian system. Only those 
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educators who are so immersed in a system of intellectual and 
moral abstractions that they are immune to the instructions of 
ordinary human experience, can thus convince themselves that 
change, and novelty, and moral uncertainty are not real factors 
in the experience of human beings. 

In our period of profound social transformation and transi- 
tion it is no contribution to the resolution of the problems of 
mankind to minimize the drastic nature of the adjustments 
which men must now make if they are to continue to survive. 
In later chapters we shall explore in some detail the nature of 
these adjustments and the importance of nurturing the young 
in a morality that is more consonant with the life imperatives 
and life possibilities of the new age we are now entering. Every 
resource in our intellectual and moral heritage will be needed 
to help us make satisfactory adjustments to these emerging modes 
of life, but we shall also do well to accept the fact that we are 
confronted with novel life conditions which call for real moral 
pioneering if we are to make our new powers of control over the 
physical environment serve the ends of a good life. Both the 
nature of our problems and the means for resolving them will 
be more adequately understood if old and young seek to educate 
and re-educate themselves in terms of the actual social situations 
in which they are now involved. A fundamental merit of the 
social interpretation of education is that it invites educators to 
view their task as a significant part of the total task of building 
a civilization that is in harmony with the deep moving forces 
in the modern world. 
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Substitutes for Mundane Evaluations in Education 


E HAVE emphasized, in the foregoing, that education 

is an activity inescapably conditioned by values. ‘These 
values do not originate primarily with the young in the schools; 
they are developed by adults from that which they have ex- 
perienced, and in terms of their conceptions of human poten- 
tialities and of what is humanly significant. Indeed, schools are 
maintained because adults have definite patterns of human 
living that they desire their children to acquire through a 
weighted and directed course of experiencing. It is this inelim- 
inable réle of choice among values—among genuine alternatives 
in human life and thought—that makes every program of delib- 
erate education a moral enterprise. Since the formulation and 
the organization of a program for the nurture of the young 
necessarily entails an evaluation and interpretation of the par- 
ticular society the school is organized to serve, factors of time 
and place are of central importance in education. Organized edu- 
cation is intrinsically a social undertaking, because the control- 
ling purpose of the school is to prepare the young for their life 
careers as members of some actual human group. 


§ 1. The Search for the Universal and the Immutable 


Some educators reject this social theory of education. They 
are in accord with the view that education is a deliberate effort 
to shape the development of the young, and is therefore, by 
nature, a moral undertaking. But these educators recoil from 
the proposition that the norms for human life which undergird 
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all nurture of the immature are necessarily derived by a process 
of social analysis and appraisal. These critics perceive that this 
social conception makes education a function of particular so- 
cieties, and hence a human enterprise that varies with cultures, 
and with different periods in the same culture. They demand 
a more universal and permanent foundation for an undertaking 
that has to do with the destinies of human beings. 

These educators are also opposed to a theory of education 
that makes the critical evaluation of the traditions and institu- 
tions of their society a necessary part of the task of education. 
Human interests and preferences, they contend, are notoriously 
subjective and relative, and educators need a more secure and 
universal basis for their educational work than can be supplied 
by a process of critical analysis of the subject-matters of ordinary 
human experience. Education will surely get involved in disrup- 
tive controversies, they assert, if its program for the nurture of 
the young has no more solid and authoritative foundation than 
can be provided by mere educational judgments about the im- 
portant and the unimportant—the worthy and the unworthy— 
in the endlessly changing affairs of human societies. 

These educators remind us that in this period of profound 
social change and transition the public is sharply divided. ‘They 
emphasize that as yet no stable consensus has been achieved 
about the kind of reconstruction—intellectual, institutional, and 
moral—that is now required to re-order our common ways of 
living. They hold that since public education is an enterprise 
of the whole community, the school should be shielded from 
involvement in the present disturbed social situation, marked 
as it is by intellectual uncertainty and group conflict. 

These critics of the social interpretation of education also 
recognize that they cannot evade the responsibility for providing 
an alternative method for the determination of the purposes and 
the content of the program of the school. They differ among 
themselves, however, about the nature of this substitute source, 
or plan, for the development of educational aims and materials. 


SUBSTITUTES FOR MUNDANE EVALUATIONS 41 


“Supernaturalists” believe that this superior source is to be had 
in the declarations of revealed religion as authoritatively inter- 
preted by the leaders of the Church; “classicists’ hold that it is 
available in the teachings of the great books—books that have 
endured because they contain the insights of intellectual and 
moral leaders who have succeeded in going beneath the local 
and the transient to the deeper and more ultimate meanings of 
human existence; “essentialists” affirm that a more dependable 
source of educational values is given ready-made in the intellec- 
tual and moral findings of the “common sense” of mankind; 
still another group insists that this more stable source is provided 
by the original nature of biological man—a nature considered 
more fixed and fundamental than is exhibited in the varied pat- 
terns of living that men acquire as a result of their experience 
in different human societies. 

In this and the succeeding two chapters, we shall consider 
a number of these alternative. proposals. The examination of 
these substitutes for ordinary human judgment in the determina- 
tion of educational programs will serve a dual purpose. It will 
show, in the first place, that the proposed alternatives are not real 
alternatives. Each of them involves, in one form or another, 
actual reference to historical systems of life and thought. Each 
is influenced by the behavior and philosophies of men existing in 
particular human societies. But each of these substitute methods 
refuses to assume open responsibility for the definite cultural 
evaluations and choices involved in that particular interpretation 
of human life which it makes the basis of its own educational 
program. Hence, in actual practice, each of these alternative 
plans relies on a procedure that is more subjective and arbitrary 
than is the cultural or social method of analysis which it con- 
demns. Choice among life alternatives becomes responsible and 
objective not when it is denied or concealed, but when it is 
openly avowed and submitted to public inspection and criticism. 

The examination of these alleged alternatives will serve, 
in the second place, to make clearer the actual meaning of the 
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social interpretation of education. Many of the current criticisms 
of this social theory of education are grounded in misconceptions. 
They relate not to the essentials of the theory, but to inadequate 
educational views and practices which from time to time have 
been associated with it. 


§ 2. The Alternative of Supernaturalism 


The oldest of these alternatives to human judgment based 
on empirical social analysis is reliance on supernatural authority. 
For a long time in the Western world, education was predom- 
inantly under the control of religious agencies. During this 
period the purposes and much of the subject-matter of educa- 
tion were taken from the intellectual and moral tradition of the 
church with its supernatural sanctions. A variety of factors have 
operated to weaken the prestige of this supernatural tradition 
in modern life and education. 

On the intellectual side, the most important of these fac- 
tors was the rise of modern science and the resulting struggle 
for the right of freedom of the mind. The heart of this struggle 
was the demand that the process of inquiry be freed from 
external controls—more specifically from supernatural precon- 
ceptions and clerical censorship. Eventually, the empirical pro- 
cedures of science gained a considerable measure of autonomy 
in the realm of knowledge. Today, efforts of supernaturalists to 
impose dogmatic views about the nature of the physical world 
when these views are known to be in conflict with scientific 
findings are repugnant to the intellectual and moral presup- 
positions of modern man. To be sure, the victory of the empirical 
over the dogmatic even in the realm of knowledge is by no 
means complete, for any effort to inquire into the nature and 
meaning of human experience is still apt to be suspect. We have 
in the United States, for example, a number of states in which 
acts of legislatures, not the results of scientific research, authori- 
tatively define what shall be taught about the origin, the nature, 
and the development of man. 
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On the other hand, many church leaders are now included 
in the ranks of those who regard freedom of thought and belief 
a primary spiritual value. These religious leaders perceive that 
the freedom of each human being to make up his own mind on 
the basis of such evidence as is available is a basic presuppo- 
sition of the spiritual conception that regards men as moral 
agents and, therefore, endowed with the ability to think for 
themselves and to act with responsibility. They are no longer 
content with any interpretation of respect for human personality 
that does not include as an essential part of its moral outlook, 
respect for the mind of the individual human being. Thus, to- 
day, church leaders often unite with secularists to oppose ob- 
scurantist efforts to dictate what men shall believe. These 
religionists hold that the interests of spiritual religion will not 
be advanced by any attempt to maintain pre-scientific outlooks 
in the schools through reliance on either ecclesiastical or gov- 
ernmental authority and power. 

Even in the more restricted realm of “moral” conduct many 
areas of life have freed themselves from a control once directly 
exercised by ecclesiastical authorities. In a number of countries, 
including the United States, church and state have been sep- 
arated, and when conflicts about community standards and per- 
sonal or group rights arise, it is the civil, not the religious 
authority, which speaks the official word on behalf of the 
organized community. This shift in the seat of established 
authority is illustrated by the manner in which the government, 
acting as the agent for the whole community, now officially de- 
termines the rights of even the “conscientious objector.” 

In many spheres of human interest it is now commonly 
accepted that regulative principles must be evolved from within 
the context of the particular life activity in which they are to 
apply, not imposed from without by authoritarian deductions 
from a supernatural code. Modern life has become so complex, 
and its range of interests so diversified and specialized that an 
increasing number of religious leaders are disposed to abandon 
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the whole claim of supernatural revelation to serve as a special 
road to human understanding and moral direction. For the most 
part, when clergymen now pronounce on social, economic, and 
political questions, they speak in the réle of informed and in- 
terested citizens, not as the supernaturally sanctioned trustees 
of the moral interests of the human race. The irresistible move- 
ment of events has forced this readjustment. The effort to pre- 
scribe for the concrete and intricate human practices of the 
modern world by deduction from a closed, supernatural revela- 
tion was tending to become either an irrelevance, or an intol- 
erable interference. In a world marked by wide diffusion of 
knowledge, by the vast and growing specialization of human 
activities, by a more rapid rate of social change, as well as by the 
spread of the democratic attitude, the moral authority and pres- 
tige of a system of supernaturalism began to disintegrate. 

But this increasing respect for the empirical in many fields 
of human activity does not mean that the traditional claim of 
supernaturalism to a superior kind of “moral” certainty has been 
entirely withdrawn. Many still insist that in certain crucial areas 
of human experience reliance on supernatural direction is in- 
dispensable. ‘The nurture of the young is often considered to be 
one of these special areas, and thus the struggle for the moral 
autonomy of education has not, as yet, been fully consummated. 


§ 3. “Primary” and “Secondary” Aims in Education 


This tendency to give over many particular areas of human 
interest to “mundane evaluations,” but to assert that the ultimate 
meanings and purposes of life are not to be determined by em- 
pirical procedures is well illustrated in an article on education 
by F. J. Sheed, a prominent lay religious leader. 

Mr. Sheed declares that the purpose of education “is to fit 
human beings for living,” and in order to do this, the educator 
must know “the right purpose of the living human being.” He 


*F. J. Sheed, “Education for the Realization of God’s Purposes,” The 
Social Frontier, Vol. I, No. 4 (January 1935), pp. 10-11. 
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further contends that “no one who knows what knowing means 
can pretend that he knows the purpose of human life as a result 
of his own examination of human beings and human history; 
he can claim no more than probability.” Now the educator who 
attempts to shape the lives of the young on the basis of “prob- 
ability” is guilty of “the tyranny of imposition’—the “imposition” 
of himself on the immature. 

It is important to note the various steps in the process of 
reasoning by which Mr. Sheed reaches this conclusion. He 
starts with the commonly accepted proposition that all knowl- 
edge achieved by human procedures is “probable,” not absolute, 
for it may be corrected by later investigations. But then he goes 
on to assert that since human knowledge is corrigible, not abso- 
lute, it is nothing more than a mere individual guess—surely a 
non-sequitur of the crudest sort. And thus having reduced em- 
pirical knowledge to the status of an ungrounded, arbitrary, pri- 
vate guess, he concludes that any “educator who proceeds to 
shape human lives according to his own guess is exercising a 
tyranny.” 

Many educators, Mr. Sheed argues, seek to escape this 
moral difficulty by restricting themselves to “secondary” educa- 
tional questions such as the best way “to condition the child,” 
“the best subjects to teach,” “the best arrangements of society,” 
“the validity of the profit motive,” and the like. But no one of 
these “secondary” questions, he asserts, “can be answered intelli- 
gently, till you can say what man’s purpose is. You do not even 
know (save on the most obvious questions) what is good or 
bad for man till you know the purpose of his existence.” Mun- 
dane methods, therefore, “can never give certainty save in the 
lower grades of existence: and not always there.” In order to get 
the master purposes for your educational program, you must be 
able to go beyond the deliverances of ordinary human experi- 
ence. Thus, Mr. Sheed asserts: 


In fact, the only strictly scientific way to find out the purpose of 
anything is to ask its maker. He, if he be not a lunatic, will know what 
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he made it to do. If he (being a truthful person) tells you, then you 
know the thing’s purpose. Otherwise you can only guess. The Catholic 
position is that man has a maker and that the maker has said what he 
made man for. Therefore—not of himself but by the revelation of God— 
the Catholic knows the purpose of man’s life and, if he be an educator, 
he has the answer to what we have seen is the first question.” 


In other words, the teacher cannot escape the “tyranny” 
of imposing arbitrary personal guesses and preferences on the 
young, unless he grounds his educational activity in a special 
supernatural revelation. 


§ 4. Supernaturalism and Factors of ‘Time and Place 


As we have already indicated, we share Mr. Sheed’s con- 
viction that education is an undertaking that is concerned with 
the destinies of human beings. We also recognize that an ines- 
capable moral responsibility is involved in the selection and 
organization of the basic modes of life and thought in which the 
young are to be nurtured. But we are not persuaded that resort 
to a special supernatural revelation actually relieves educators 
of the moral responsibility inherent in their educational 
function. 

In the first place, many and conflicting systems of super- 
naturalism have emerged during the course of human history. 
Even within the religious tradition of the Western world these 
revealed systems of interpretation are many, not one. In a world 
of interacting cultures and different religious institutions and 
traditions whoever accepts the authority of supernaturalism is 
necessarily obliged to choose among these rival systems of re- 
vealed truth. Obviously this choice is a human choice, subject 
to all of the limitations of “experience” and “probability” that 
Mr. Sheed deplores. Should Mr. Sheed reply that no choice is 
really required, because he knows by intuition—by an infallible 
“inner light’—that his particular system of supernaturalism is 
true and self-evident, eminent students of human culture and 


2 Ibid, p. 10. 
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religion are prepared to show him that members of other religious 
groups, no less sincere and devout, are equally confident by 
“Gnner feeling” that the system of revealed moral truth in which 
they were born and reared is the only valid one. 

Should Mr. Sheed affirm that his system is indubitably 
superior because it rests on the unimpeachable authority of an 
inspired Book, a superhuman Leader, or a venerable and trust- 
worthy religious institution, these adherents of other historically 
grounded religious traditions will readily confront him with their 
own sacred literature, with their own superhuman leaders of 
miraculous birth, and with their own hallowed religious insti- 
tutions and rituals. If in response to these rival claims, Mr. Sheed 
shifts the basis of his position and argues that “by their fruits ye 
shall know them,” he will be on firm ground—the ground of 
shared human experience—but he will have gained this more 
secure base by appeal, not to the internal authority of his super- 
natural system, but to the empirical deliverances of ordinary 
fallible human experience. Without this appeal to something 
more public and shareable than the distinctive sanctions of his 
own inherited system of supernaturalism, it is difficult to see 
how Mr. Sheed can expect a hearing for his view of the pur- 
poses of the living human being from any of those groups who 
have not been habituated from infancy to the doctrines of his 
Church. 

In other words, real communication can begin between 
partisans of rival absolute systems only as each is willing to abate 
the claims of his own transcendental absolutes and participate in 
the processes of ordinary human experience and discourse. One 
of the factors which is transforming the basis of moral authority 
is the growing recognition that in a world that is now interde- 
pendent we can hope to achieve community only if the members 
of the various religious systems recognize that no one of these 
systems automatically provides the warrant for its own superi- 
ority. Dr. Northrup has called attention to the fatal flaw in any 
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remedy for our present difficulties that invites us to accept the 
dogmas of any one system of supernatural truth: 


The very number and diversity of conceptions of what the good 
and the divine is, give the lie to any such diagnosis, and to the ever 
present proposal that a return to the traditional morality and religion is 
the cure for our ills. All that such proposals accomplish is the return 
of each person, each religious denomination, each political group or 
nation to its own pet traditional doctrine. And since this doctrine (or 
the sentiments which it has conditioned) varies at essential points from 
person to person, group to group, nation to nation, and East to West, 
this emphasis upon traditional religion and morality generates conflicts 
and thus intensifies rather than solves our problems.’ 


Mr. Sheed’s discussion also discloses a second major difh- 
culty in the plan of relying on supernaturalism for the construc- 
tion of educational programs. He frankly admits that we live in 
a world different in many respects from that which existed when 
his supernatural code was delivered to man. In order to educate, 
today, we have to make decisions about many complex human 
situations that are not explored or even mentioned by the re- 
ligious sources upon which he relies for ultimate moral guidance. 
Mr. Sheed seeks to meet this difficulty by dividing human expe- 
rience into two parts—one composed of problems of the “primary” 
sort, the other, those that are “secondary.” These “secondary” 
problems are to be resolved by the use of ordinary human meth- 
ods and intelligence, but the over-all moral orientation in the 
“primary” matters of life is to be given by supernaturalism. 

Obviously this adjustment marks a radical shift and con- 
traction in the historic claims of supernaturalism. Many of the 
most crucial moral and educational problems of our time arise 
in what Mr. Sheed calls the “secondary” grade of existence—the 
sphere of the institutionalized practices of man. He is constrained 
to remove these problems from direct supernatural regulation, 
because painful experience has demonstrated that the adherents 
of the revealed systems have no common mind about the impli- 


°F. S. C. Northrup, The Meeting of East and West (New York, The 
Macmillan Co., 1946), p. 6. 
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cations of their religious doctrines for these perplexing affairs. 
Supernaturalists, for example, divide sharply among themselves 
on such living issues as the pattern for our economy, the form 
and functions of our government, the desirability of untram- 
meled inquiry, the rights of the worker, the rights of minority 
religious and racial groups, the nature and justification of war, 
the obligations of citizenship, and the moral worth of fascism 
and communism. Even in the more conventional and restricted 
field of the “moral” these differences among supernaturalists 
about the meaning of the inherited code are fundamental. ‘They 
are split, as we have indicated, into warring camps about 
“planned parenthood.” Some declare that the whole conception 
“is contrary to the laws of God and nature”; others are equally 
convinced that it is a practice that is grounded in the basic re- 
ligious principle of respect for human personality. Their dif- 
ferences about the organization and control of education are 
equally fundamental. 

As a result supernaturalists have come to be on guard 
against easy and dogmatic deductions from their revealed code. 
Often premature pronouncements by Church leaders on contro- 
versial moral issues have had to be reconstructed, or abandoned, 
in the face of stubborn human preferences and the findings of 
ordinary human experience. Hence there is now a marked tend- 
ency among supernaturalists to maintain the “prestige” and 
“purity” of their “first” principles by refraining from defining 
their specific implications for changing life conditions. But 
“purity” of this kind is gained at the heavy cost of evasion and 
moral barrenness—it tends toward a morality that separates the 
realm of ends from the realm of means. 

Certainly education cannot discharge its daily responsibili- 
ties if it remains on this lofty but barren plane. Educators must 
respond not with glittering generalities, but with definite en- 
couragements and discouragements, with concrete approvals and 
disapprovals, as the young, under their guidance, live and learn 
and progressively mature their habits of thought and behavior. 
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A supernatural morality which preserves its prestige by refusing 
to deal with the world of particulars of a changing human 
existence is too abstract and vague to help teachers at the point 
of their most critical moral need. 

Actually all educators—supernaturalist and humanist—do 
take account of the changing human scene in which they carry 
on their educational activity. This is unavoidable since it is 
from this world that the young come to school, and it is in the 
context of its mundane affairs, not in some secluded and shel- 
tered retreat, that they ultimately work out their careers as hu- 
man beings. As we have already stated, we believe that reference 
to group practices is apt to be less arbitrary, and more objective 
and morally significant when it is made consciously and openly, 
not surreptitiously, and with full responsibility for whatever 
judgments are made about the “values” and the “disvalues” in- 
herent in these social practices. An element of strength in the 
social interpretation of education is that it deliberately seeks to 
make educators aware of the réle of human preference and judg- 
ment in the whole process by which schools are organized and 
conducted. Such awareness is essential to a morality that aspires 
to be reflective, not merely conventional. 


§5. The Meaning of Cultural Relativism in Education 


For those who have adopted the ways of scientific and 
historical study there is a third major difficulty in the absolu- 
tism and intransigence of the supernaturalist. Scholars in the 
field of religion have applied these modern methods of criti- 
cism to the moral traditions of religion. As a result of their his- 
torical and comparative study many of these scholars have 
reached the conclusion that religion itself is an historical affair, 
an aspect of human experience that is also conditioned by factors 
of time and place. ‘They find that the moral principles of all the 
different religions have been deeply influenced by the folkways, 
the knowledge, and the life interests and problems of the particu- 
lar human groups in which they originated. As Santayana sug- 
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gests, the voice of the religious prophet is a voice from a human, 
not a supernatural, world: 


There is a sort of acoustic illusion in it; the voice that reverberates 
from the heavens is too clearly a human voice. Is it not obvious that the 
reports contained in this revelation are not bits of sober information, not 
genuine reminiscences of a previous life, not messages literally conveyed 
from other worlds by translated prophets or visiting angels. Are they 
not clearly human postulates. . . . Human nature includes intelligence, 
and cannot therefore be perfected without such an illumination, and the 
equipoise which it brings; and this would seem to be a better fruit of 
meditation upon the supernatural than any particular regimen to be 
forced upon mankind in the name of heaven. Not that the particular 
regimen sanctified by Platonic and Christian moralists is at all inaccept- 
able; but they did not require any supernatural assistance to draw it up. 
They simply received back from revelation the humanism which they 
had put into it.* 


In brief, the message of religion is one form of the mes- 
sage of human experience. The pronouncements of each re- 
ligious prophet carry the marks of the culture and the age in 
which he lived. This recognition that all moral principles and 
patterns for human living have thus emerged from within the 
context of experience has been construed by some to imply that 
these principles have no real authority. As Becker indicates, cer- 
tain cultural relativists have carried this view to extreme lengths: 


All the assured traditional foundations of law and morality seemed 
to be crumbling away; and, as usually happens in periods of intellectual 
reorientation the new ideas were apprehended and made use of in their 
crudest and least defensible form. It was readily supposed that if reason 
was an instrument biologically developed to serve the interests of the 
organism, its pronouncements could never be disinterested; that if truth 
was relative, nothing could be really true; that if morals varied with 
the customs of time and place, any custom that got itself established 
was moral, and one system of morality as good as another; that if ideas 
were inspired by individual or class interest, the success of an idea in 
promoting individual or class interest was the only test of its validity.° 


* George Santayana, The Genteel Tradition at Bay (New York, Charles 
Scribner's Sons, 1931), pp. 44, 46-47. 

°C. L. Becker, New Liberties for Old (New Haven, Yale University 
Press, 1941), pp. 136-137. 
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But the perception that moral principles are the product 
of human experience can be made to support a very different 
and more defensible conclusion. It can provide the foundation 
for a very positive moral orientation. Certain ethical principles 
have become firm and clothed with authority because they have 
been tested and confirmed by the actual experience of human 
groups living in many ages and in many places. As we have em- 
phasized, human experience has its continuities as well as its 
novelties. Ideas and ideals may be related to particular human 
groups in the sense that they developed i in the matrix of the life 
experiences of these groups, and yet have a meaning and a 
validity that transcends the groups that gave them birth. If there 
are common elements in all forms of human existence and 
human association, it is entirely possible that significant gen- 
eral principles can be derived from the things that men suffer 
and enjoy in a diversity of cultural environments. The actual 
histories of the various cultural groups seem to show that this 
is the fact. Moral and religious traditions are many, not one; 
they have their differences in outlook and emphasis, and these 
differences are real; but they also have their similarities and these 
similarities are also real. ‘Thus Becker who devoted his life as an 
historian to the study of the actual social, political, moral and 
religious systems of man asserts in the face of tendencies toward 
extreme ethical relativism that it is a fallacy “to suppose that 
because truth is in some sense relative it cannot be distinguished 
from error, or that the margin of error cannot be progressively 
reduced.” He finds ample support in the ordinary experience of 
man for a number of basic moral affirmations: 

Whatever success men have had since the Stone Age in lifting them- 
selves above the level of brute existence has been the result of the slowly 
developing capacity of reason to distinguish fact from illusion and to 


prefer the values that exalt the humane and rational qualities of the 
human personality to the values that deny and degrade them. 


To have faith in the dignity and worth of the individual man as 
an end in himself, to believe that it is better to be governed by persua- 
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sion than by coercion, to believe that fraternal good will is more worthy 
than a selfish and contentious spirit, to believe that in the long run all 
values are inseparable from the love of truth and the disinterested search 
for it, to believe that knowledge and the power it confers should be 
used to promote the welfare and happiness of all men rather than to 
serve the interests of those individuals and classes whom fortune and 
intelligence endow with temporary advantage—these are the values which 
are afirmed by the traditional democratic ideology. But they are older 
and more universal than democracy and do not depend upon it. They 
have a life of their own apart from any particular social system or type 
of civilization. They are the values which, since the time of Buddha and 
Confucius, Solomon and Zoroaster, Plato and Aristotle, Socrates and 
Jesus, men have commonly employed to measure the advance or the 
decline of civilization, the values they have celebrated in the saints and 
sages whom they have agreed to canonize. They are the values that 
readily lend themselves to rational justification, yet need no justification.° 


‘Time-tested principles such as the above, are, to be sure, 
no substitute for a reflective morality which has respect for ex- 
perience and for the reality of the changes which constantly take 
place in the ongoing life of man. An empirical morality must 
take full account of the salient features of changing life condi- 
tions with their new resources, new possibilities, new obstacles, 
and new compulsions. These altered modes of living cannot be 
automatically assimilated to inherited rules of human conduct; 
they frequently call for important readjustments in our historic 
attitudes and behaviors. But evolving life conditions are not 
totally unique; they have their continuities with what men have 
hitherto experienced. A morality which slurs or denies these 
continuities is as dogmatic and misleading as is an absolute, 
closed supernatural system which ignores the fact of change, 
and the adjustments in life that change demands. 

Education has suffered much from those dogmatic relativists 
who have assumed that, in a world of change and uncertainty, 
each life-situation is so unique we must deal with it without 
reliance on that which man has learned and preserved in his 
moral heritage. Actually no teacher ever approaches any problem 
of human conduct with a mind empty of all moral presuppo- 


* Ibid, pp. 148-150. 
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sitions. There is a vast difference, however, between a customary 
morality and a reflective morality—between an appreciative and 
critical use of moral principles and the unconscious and auto- 
matic reliance upon tradition. The responsible teacher should 
neither be “emancipated from,” nor “enslaved by” these moral 
traditions. His educational activity should be informed by the 
wisdom that this moral inheritance can engender, when it is 
accepted, not as a body of ready-made rules to be applied auto- 
matically to all life situations, but as a summary of the funda- 
mental meanings that men have developed in and through their 
experience. As a matter of fact, the real life situations which 
call for re-evaluation and fresh moral assessment in the work 
of the educator are generally constituted by some discordance 
between inherited moral practices, and the new perspectives 
and life circumstances that have resulted from the growth of 
knowledge, from expanding powers of human control, and from 
altered modes of human activity and relationship. 

No social theory of education can be viewed as satisfactory 
that concentrates attention on the contemporary to the exclusion 
of that which men have discovered and funded in their moral 
traditions. One of the strengths of the democratic conception 
in the work of education is that democracy is a human faith 
and movement, unencumbered by supernatural preconceptions, 
which comprehends the essential meanings of our moral heri- 
tage. ‘The totalitarians of both the right and the left with their 
disregard for human personality have shown us that this demo- 
cratic moral heritage is not something that we should take for 
granted. 

The dispositions and allegiances of democracy do not un- 
fold automatically in the natures of the young. Human beings 
can and have been nurtured in conflicting types of human out- 
look and conduct. As we have emphasized, the young acquire 
the sentiments, the faiths, the attitudes, and the allegiances of 
the democratic way of life only as they are nurtured in them. 
The development of these enduring emotional and intellectual 
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dispositions is a responsibility of any school that purports to 
serve as the educational agency of the democratic community. 

A defensible social interpretation of education will there- 
fore take due account of the spiritual meanings of democracy 
and the implications of this democratic heritage for the delib- 
erate nurture of the young. There is every reason why this re- 
gard for the spiritual inheritance of man should be congenial to 
a social conception of education. A human society is something 
that has not only a present, but also a past and a future. It is 
human precisely because its present is involved in both a past 
and a future. 
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Nature and Education 


N HIS celebrated essay on Nature, John Stuart Mill declares 

that in all ages there has been a tendency to make “naturam 
sequi—follow nature’—a fundamental principle of morals.* “That 
any mode of thinking, feeling, or acting, is ‘according to na- 
ture’,” he asserts, “is usually accepted as a strong argument for 
its goodness.” “If it can be said with any plausibility that ‘na- 
ture enjoins’ anything, the propriety of obeying the injunction 
is by most people considered to be made out; and conversely, 
the imputation of being contrary to nature is thought to bar the 
door against any pretension on the part of the thing so desig- 
nated, to be tolerated or excused; and the word unnatural has 
not ceased to be one of the most vituperative epithets in the 
language.” 

“Nature” when thus adopted as the source and the cri- 
terion of the norms for human conduct, is not viewed as the 
totality of all that exists, including the realm of human art and 
culture. On the contrary, the term “nature” is restricted, as Mill 
emphasizes, to signify “the spontaneous course of things when 
left to themselves” or “that which takes place without human 
intervention.” Mill is scornful of the attempt of moralists to 
derive the standards for human behavior from “nature” when 
it is defined so as to exclude the self-conscious and purposeful 
existence of man in society. He holds that the maxim “follow 
nature is palpably absurd and self-contradictory” because “the 


*John Stuart Mill, On Liberty and Other Essays, The Modern Reader 
Series (New York, ‘The Macmillan Co., 1926), pp. 152, 153. 
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very aim and object of action is to alter and improve nature.” 
“If the artificial is not better than the natural,” he asks, “to what 
end are all the arts of life?” | 

But despite the strictures of Mill, and of many others who 
have written in the same vein, the notion persists that the funda- 
mental patterns of behavior are given in “nature” and that they 
can be known if men will only put aside their preconceptions 
and receive with a humble heart the instructions that “nature” 
has to give. Although deliberate education is a human art, not 
a laissez-faire practice, educators have also been numbered among 
those who have cherished the hope that the universal and per- 
manent directives for the nurture of the young could be found 
in the original and spontaneous occurrences of “nature.” Words- 
worth has expressed this faith in the moral superiority of the 
ways of “nature” as opposed to the ethical judgments of man. 


One impulse from a vernal wood 
May teach you more of man, 
Of moral evil and of good 
Than all the sages can.” 

Even scientists, devoid of all tendency thus to idealize 
nature, have shared the belief that study of the biological order 
of existence could provide the primary patterns for human ac- 
tivity. An eminent psychologist used to tell his students that 
the purpose of educational research should be to discover the 
answers to those problems about the constitution and behavior 
of man which, once they were attained, would hold for the work 
of education in all cultures and all periods. Obviously, this theory 
of educational research has its definite presuppositions. It as- 
sumes that a basic human nature underlies the variety of be- 
haviors exhibited by human beings in the different historic 
cultures, and it also assumes that research will eventually be able 
to uncover this deeper and more permanent human nature and 
make it serve as the determining source of our educational pro- 
grams. Nor is this theory without its points of strength. Appar- 


? William Wordsworth, in The Tables Turned. 


58 EDUCATION AND MORALS 


ently there has been little change in the biological nature of 
man for thousands of years, and the biological unity of all 
human beings is a well established scientific fact. The findings 
of both biology and psychology clearly support the principle of 
the organic brotherhood of man. Biology afirms that all of the 
so-called “racial” or “nationality” groups must be viewed as 
members of the same human family since they can intermarry 
and bear fertile children. While the results of tests of mental 
ability show that there is no evidence in psychology to support 
the notion that we can divide human beings into “superior” and 
“inferior” groups on the basis of “racial” characteristics such as 
the color of skin, the texture of hair, the slant of eyes, or the 
structure of skull. 

But the foregoing theory presupposes more than the mere 
biological unity of mankind; it also assumes that for the purposes 
of education, biological nature is human nature. Its conception 
of educational research is grounded in the faith that the scientific 
study of the human organism can give us all essential knowl- 
edge of human nature and behavior—that is, knowledge not 
simply of man’s biophysiological equipment, but also of his basic 
needs and powers, his primary likes and aversions, his drives, 
his enduring interests, and his invariant principles of growth 
and learning. In other words, this whole approach to education 
is pervaded by the assumption that man is basically a creature 
of biology, not of human association and culture, and that the 
essential characteristics of human beings are given in the struc- 
ture and the functioning of the biological organism. 

In the previous chapter, we have described the failure of the 
attempt to derive the purposes of education from a source al- 
leged to be above and beyond the mundane life of man. In this 
chapter, we shall review the considerations which have convinced 
many that the effort to discover in biological “nature” a more 
adequate, certain, and universal source for education than is 
provided by the diversified and changing patterns of social life 


is likewise doomed to failure. 
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§1. The Dual Approach to the Norms of “Nature” 


The search for nature’s own original and invariant patterns 
of behavior has taken two main forms. One line of investigation 
has sought the elemental ways of nature in the characteristics 
of living creatures other than man. Sub-human animal forms 
appear earlier than man in the evolutionary series and therefore 
their behaviors have been assumed by some to be more repre- 
sentative of the elemental principles of nature. In the pursuit 
of this lead innumerable studies have been made of the be- 
haviors and the modes of learning exhibited by reptiles, fish, 
chickens, rats, monkeys, apes, cats, dogs, and many other animal 
forms. 

The second line of inquiry has sought the norms of “na- 
ture’ in the activities, the sensitivities, the mechanisms, the 
drives, the interests, and the patterns of growth of the human 
infant. From the moment of birth through the years of early 
childhood daily and systematic observations have been made of 
the behaviors, the learnings and the growth of children. Their 
perceptions, their movements, their manipulations, their aversions, 
their satisfactions, their eating and sleeping schedules, their re- 
sponses to adults and to other children, as well as their general 
characteristics of development and learning have been noted, 
classified, and recorded. In order to make these observations 
more objective, the reports of trained observers have been sup- 
plemented by the extensive and the ingenious use of mechanical 
instruments such as the camera, the moving-picture, the sound- 
recording machine, and the like. 

Both types of investigation have been carried on with such 
industry that today psychological research institutions and child- 
study clinics have large storerooms literally packed with the data 
they have accumulated on the behavior of “nature” in the world 
of the animal and the world of the human infant. Beyond all 
question, much of primary importance for our understanding 
of human behavior and learning has been derived, and will con- 
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tinue to be derived, from these studies of animal and infant 
behavior. As a result of these investigations older dualistic con- 
ceptions are being superseded, and more adequate principles of 
interpretation and methods of analysis have been developed 
which all further responsible study of human behavior will have 
to take into account. 

But the net outcome of these studies has not strengthened 
the notion that the prototypes for human conduct and the final 
norms for education are to be found in these sub-human or pre- 
social behaviors. On the contrary, these researches have vastly 
weakened, if indeed they have not destroyed, the very founda- 
tions of this assumption. ‘The evidence which has been gathered 
does not support the preconception of those who hold that the 
simple and instinctive behaviors which appear earliest in the 
evolutionary sequence are more real and causally eflicacious than 
the complex and purposeful behaviors which are characteristic 
of the life of man in human society. The search for an under- 
lying and governing system of original or instinctive responses 
has resulted in quite unanticipated findings. The evidence which 
has been gathered supports the conception of a flexible native 
human endowment that can develop through experience and 
learning into a wide variety of human interests, drives and activi- 
ties. Nor have these research studies confirmed the idealizations 
of the “nature romanticists.” ‘These findings do not show that 
the “spontaneous” occurrences at the pre-human or pre-reflective 
level of existence are all good, harmonious, and perfectly ordered 
for the well-being of living creatures; nor do they show that 
the life made possible by human art and culture is in any real 
sense artificial and inferior. 


§ 2. “Nature” on the Nature of Behavior 


One of the major results of the study of the behavior of 
the biological organism is a more adequate view of the charac- 
teristics of the life process. Living at all levels—plant, animal, 
and human—has been found to be literally an affair of environ- 
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ment as well as of organism. Our conception of biological be- 
havior will be grounded in error if it assumes that the organism 
is a discrete and segregated thing. Every living thing, to be 
sure, has its distinctive characteristics and it is so organized that 
it strives to preserve its own identity. Indeed, the defining trait 
of the animate as contrasted with the inanimate thing is that 
the former seeks so to interact with its surroundings that its dis- 
tinctive and organized pattern or system of activity will be main- 
tained, while the latter does not. But the biological organism 
does not maintain its vital interests through a process that seeks 
to protect the organism by separating it from its surroundings. 

On the contrary, each organism is so constituted that it lives 
in and by means of its environment. Its elemental functions in- 
volve a continuing coérdination of internal processes with ex- 
ternal conditions or events. Breathing, for example, is a function 
both of air and lungs, nourishment involves food and digestive 
tract, perception is an affair of stimulating objects and organic 
sensory equipment, walking implicates both ground and loco- 
motor organs, while manipulation is a process that involves mov- 
able things as well as organic structures that can grasp and 
carry. There is abundant evidence to show that the structures 
of each living creature have developed in and through its func- 
tioning in a determinate environment. Forms of being are 
evolved in the process of doing and undergoing. ‘The internal 
needs of the organism are demands for external materials and 
energies; physiological drives are manifestations of tensional tis- 
sue-conditions, and these tensional conditions arise because of 
an imbalance or lack in the relations of the living creature with 
its surroundings. Indeed, behavior is typically sourced in these 
disturbed relations, and it moves to achieve a more satisfying 
adjustment with environmental affairs. 

Even when new organic forms arise through mutation, the 
environment still has its decisive part in determining whether 
they shall continue to exist. Only those forms survive whose 
structures are congruent with essential environmental features. 
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The record shows that many species have perished because they 
did not possess, or could not develop, the kind of structures re- 
quired for successful functioning in their particular environ- 
ments. In a real sense, the environment inherits and adapts each 
variety of living thing to its basic conditions. ‘Those forms that 
are unable to make the necessary adaptations are gradually 
eliminated. 

In sum, to understand the organism—its structures and its 
behaviors—it is necessary to understand things other than the 
organism. It is necessary to understand the features of the _en- 
vironment in which the organism lives, and without which it 
cannot live. Nothing biological and nothing psychological can 
be learned about the nature of living things except as we ob- 
serve them in the context of the definite environments which 
have inherited and evolved them. It is in and by means of some 
particular environment that each living form carries on its ac- 
tivities; it is from this environment that it derives the means of 
its livelihood. 

This is the first lesson “nature” has to teach those who 
would learn her ways. Life is a process in which organism and 
environment are inextricably bound in together. All efforts to 


discover the nature of behavior must begin with this vital de- 


pendence of the living thing on its surroundings. Behavior is not 
exclusively a subcutaneous affair; it is never spontaneous in the 
sense that it is not conditioned by environmental factors. In 


brief, all biological activities are in the nature of transactions 


between a sentient creature and its surroundings. 

Empirical study of the various living forms shows, in the 
second place, that the process of living is intrinsically selective 
or adjustive in character. It is selective because that “nature” 
each living creature experiences as actual environment is marked 
by a plurality of conditions. From the standpoint of the life in- 
terests of the biological organism these surrounding conditions 
are not homogeneous. Some are friendly and supporting, others 
are hostile and menacing. For example, foods that nourish and 
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rebuild the body, and germs that breed disease and death are 
equally characteristic of the natural surroundings. The living 
creature, as we have indicated, is so organized that it seeks to 
maintain its individuality. It has its vital interests and preferences 
and it is therefore predisposed by its biological nature against the 
role of the neutral. It seeks certain conditions, it strives to avoid 
other conditions. All living creatures struggle to make these 
life-sustaining adjustments, for “nature” taken as the totality of 
surrounding conditions makes such adjustments the condition 
of survival. Although most living forms have no conscious recog- 
nition of the ends or goals implicit in their striving, in a rudi- 
mentary sense all living may be said to be a selective or 
goal-seeking process. 

Each living form, moreover, is not infinitely plastic or elas- 
tic. It has limits beyond which it cannot be coerced or strained 
by environmental forces if it is to continue to exist. It lives in 
the midst of a complexity of conditions that makes the achieve- 
ment of good and the avoidance of ill a real, not a sham, struggle. 
Existence is uncertain, and outcomes are not assured. The be- 
havior of the organism is therefore essentially adjustive in ten- 
dency. The qualities of the varied experiences the sentient 
creature has had with environmental affairs tend to be retained 
in its organic feeling states. By virtue of this organic sensitivity 
—native and acquired—the living creature senses—discriminates 
—the bearing of surrounding things on its own welfare and the 
welfare of its kind. The very existence of the higher animal | 
forms depends upon their ability to learn to make these distinc-| 
tions, and to direct their behavior accordingly. Thus, adjust- ' 
ment is an elemental principle of life. 
~~ This is the second lesson “nature” has to teach. For nature 
is not one, it is many: it is not fixed and certain, it is changing 
and hazardous; it is not an abode specially designed for the 
welfare of living creatures, but it is a complex of conditions 
sufficiently favorable to have permitted these creatures to evolve 
and survive. It follows therefore that “nature” taken as a totality 
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has no norms for living things, because from the standpoint 
of their life interests, natural processes and events divide into 
affairs that are favorable, and affairs that are harmful. Hence 
the necessity for selective response is one of the deepest instruc- 
tions which nature has to give the living creature. For the human 
form, survival itself is not a function of a ready-made system of 
behavior, it is contingent upon its ability to learn to discriminate, 
to adjust, and to control. ‘These learned adjustive powers are 
necessities, not luxuries; the existence and welfare of human 
beings depend upon the various arts by which natural conditions 
are utilized, transformed, and controlled for human purposes. 
We have indicated that living is an affair of organism and 
environment, and that the life process is a process of adjustment 
Empirical studies show, in the third place, that it _is within the \ 
matrix of these adjustive acts that learning originates. Learning 
has two-main modes: the development of appreciation, and the 
development of control. Living creatures grow in their apprecia- 
tion of the qualities or the life significance of things through their 
interactions with them; they also grow in their ability to adjust 
to things and to manipulate them on behalf of their own vital 
interests. The learning of both appreciations and skills is 
achieved in one and the same interactive or adjustive process. 
Many of the animal forms, as we have seen, are much 
better equipped by native endowment than is the human infant. 
This original superiority pertains to their sense of the value of 
things as well as to their ability to behave with reference to them. 
They are apparently equipped by inborn and preformed be- 
havior patterns to do many things that the human being can do 
only after experience and learning. Learning, however, is by 
no means confined to man, nor is learning in man always a self- 
conscious process. The biological organism is so constituted that 
it necessarily learns from that which it does and undergoes. 
Hence the behaviors of the mature form are not the exclusive 
property of inherited determinants; they are also the properties 
or functions of all that is wrought in these hereditary factors 
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through that which the creature does and undergoes. ‘The qual- 
ities of these things that have been experienced as harmful as 
well as those which have been found to satisfy life needs are 
both, to some extent, preserved in the subsequent feelings and 
habits of the biological organism. ‘The living form, through con- 
tinuous interaction with its surroundings, develops attitudes of 
avoidance and acceptance along with increased ability to adapt 
its responses to the significant features of its environment. 

We misconstrue the process of learning and habit forma- 
tion, however, if we regard it as a mere fixing through repetition 
of specific reaction patterns. ‘The organism learns to improve its 
responses by taking progressive account of the characteristics of 
the affairs that are involved in its activities. As certain psycholo- 
gists have indicated, if the practice that yields learning were a 
process of sheer repetition no improvement in performance could 
result from it. The individual, moreover, is not a simple aggre- 
gation of specific responses. Behavior is typically the response of 
the whole organism to its surroundings. Habit, therefore, is not 
primarily a fixed and automatic response to a specific stimulus; 
it is more in the nature of an acquired art of dealing with the 
significant traits of environing materials. We learn as we grow 
in the “feel” and in the mastery of the varied conditions with 
which we have to do. Learning signifies new capacity for adap- 
tation on the part of the organism, but that capacity is also regu- 
lated by the character of environmental affairs. 

It would be a mistake, however, to assume that learning 
always results in growth of power. The organism can make mis- 
takes in that which it accepts and retains as in line with its own 
welfare. Although it learns through its own trials and fumblings, 
associated as they are, with organic satisfactions and dissatisfac- 
tions, not all of the resulting acquired behaviors are really ad- 
vantageous. There is a real “wisdom of the body” in the sense 
that the organism is equipped by constitution to discriminate 
much that is harmful from that which is beneficial. Were this 
not the case, it would not continue to live, for the environment 
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as a totality is not concerned with its well-being. But the bio- 
logical organism is not infallible. It can make errors in its dis- 
criminations between the good and the bad. ‘These mistakes may 
result in the learning of inferior and even harmful patterns of 
adjustment. The greatest limitations of the organism at the level 
of animal behavior is its inability to perceive and consciously 
retain those dynamic connections between conditions and out- 
comes which make possible the reshaping of environmental 
things to make them serve as tools. As a consequence animals 
develop little in the way of tools or culture, and they are largely 
limited in their environmental manipulations to what they can 
do in and through their own organic structures. 

Empirical study has also discovered that learning is not a 
process in which new traits and behaviors are merely added or 
superimposed upon an inherited system of responses that con- 
tinues to function in its original form. Learning is a process of 
reconstruction, not of addition. In a real sense, the organism be- 
comes that which it learns. Hence the developed creature is not 
a compound of two sets of drives and behaviors, the one in- 
herited, and the other acquired, although the conventional use 
of the terms “nature” and “nurture” tends to make it easy for 
us to get this view of the case. Habit is not a “second-nature,” 
as some have asserted. Habit is the nature that inherited propen- 
sities assume as they are modified and organized in definite ways 
by the life experiences of the individual organism. This holds 
for drives and interests and “satisfiers,” as well as for action pat- 
terns. In short, the “nature” of the biological organism is not an 
original structure that persists unchanged beneath the varied 
learned behaviors of the living creature. These developed be- 
haviors define the real nature of the living form. 

This is a third lesson that “nature’ would have us learn. 
The inherited nature of a creature of feeling and action is not 
immutable—it is whatever it becomes through the process of 
living and learning. It is the notion that learning is simply a 
process of adding something to an original and fixed hereditary 
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pattern that partly accounts for the tendency to search for the 
real norms for living in the behaviors of the biological organism. 
These original or inherited behavioral characteristics are no more 
natural or real than the traits into which they are fused by the 
interaction of the organism with its surroundings. The organic 
cries of an infant are not more real than the meaningful speech 
of an adult. 

There are indeed many things that the human organism 
cannot become—its potentialities are definitely conditioned by 
its biological inheritance. But the fact that the biological nature 
of man is not infinitely plastic provides no ground for the denial 
of the full reality of whatever transformations are wrought in 
it by that which it does experience and learn. It is a materialistic 
metaphysical dogma, not the findings of empirical study, that 
underlies the notion that the earlier and more primitive in be- 
havior is more natural and real than the later and more com- 
plex. Could “nature” speak, it would have the right to ask us not 
thus to demean it. Nature is equally exhibited in whatever comes 
to exist. It certainly is not least well represented by those creative 
developments which occur at the level of the self-conscious, pur- 
poseful life of human beings. We turn now to consider how 
the adaptive processes of animal forms become transformed into 
the behavior that we define as mind. 


§ 3. Nature and Mind 


In the facts associated with the emergence of mind, “na- 
ture” manifests another principle of cardinal importance that is 
often ignored by those who would have us turn from the study 
of the life of man in society in order to discover the norms for 
education in the “spontaneous course of things.” Nature asks us 
to remember that it is not static, but dynamic, and that in the 
“spontaneous course of things” which is the essence of “nature,” 
novel events occur or evolve. Indeed, in that state of affairs 
we designate as “nature” nothing is more real than change and 
development. In the course of the evolution of living things, 
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human mind, deliberate invention, and culture eventually ap- 
peared. Although they emerged relatively late in the evolutionary 
series, mind and culture are natural, not artificial; they are as 
natural as atoms, organisms, sunsets and stars. It is therefore 
not the ways of “nature,” but culturally conditioned habits of 
thought that lead us to assume we have to seek “non-natural” 
principles to explain these later and more complex developments 
in the process of evolution. The phenomena of mind and culture 
do not signify an abrogation of the processes of nature, they 
rather signify a dimension of nature becoming aware of its affairs 
and seeking through the natural but conscious life of man to 
direct events on behalf of chosen ends or values. In other words, 
if we are prepared to follow the knowledge we now have about 
the nature of “nature,” we must abandon the man-nature, mind- 
body dualisms of pre-evolutionary thought and be ready to view 
human nature and reflective thinking as emergents within the 
nature process. 

John Dewey has pioneered in the development of this non- 
dualistic, evolutionary view of human thought and culture. He 
contends that thinking like all other human behaviors is not a 
subcutaneous activity; it is rather a particular kind of functioning 
of organism and environment—a functioning no more subjective, 
artificial, or unnatural than breathing or eating. William James 
once described the distinguishing “mark and criterion” of mind 
as “the pursuance of future ends and the choice of means for 
their attainment.” * Dewey holds that we find anticipations of 
this distinctive mental behavior in the life activities of the higher 
animal forms. By “higher animal forms” are meant those crea- 
tures that are equipped with distance receptors such as the organs 
of sight, smell, and hearing, and with locomotor organs that 
make it possible for them to move about in their surroundings. 
Given these sensory and motor equipments, the behavioral field 
—the environment that enters significantly into the vital activities 


* William James, Principles of Psychology (New York, Henry Holt and 
Co., 1890), Vol. I, p. 8. 
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of the living creature—becomes transformed. Responses no longer 
consist of a mere succession of reactions to the qualities of things 
as they impinge on the skin surface of the organism. Objects 
distant in space—for example, the prey that the hungry animal 
is seeking to capture and devour—become more potent in arous- 
ing and directing the activity of the animal than those things 
with which it has immediate body contact. This response to 
things distant in space is equivalent to response to that which 
is future in time. Activities now divide into two kinds—prepara- 
tory and consummatory—and this development introduces a real 
time-dimension into the interactions of the living creature with 
its environment. Through repeated trials the earlier or prepara- 
tory acts leading up to a desired or eventual outcome are shaped 
into a regular series or organization of acts. 

Thus a sequence of acts, by means of learning, gradually 
gets integrated into a serial whole—in this series the component 
acts are not discrete, they are phases of a larger organized activ- 
ity, and each promotes the forward movement of the total act 
by making its own efficient and distinctive contribution to what 
has to be done in order to attain the desired outcome. In ani- 
mals, some rather elaborate action-patterns, such as nest-building, 
for example, are apparently “instinctive’—that is, they are latent 
or pre-formed in the inherited equipment so that they function 
under appropriate circumstances with little or no learning from 
experience. Many such sequences of acts, however, are learned 
through the recurring trials of the animal form, and in this 
process of fumbling, organic and environmental factors collab- 
orate to mold efficient habits of response. ‘The more the resulting 
behavior approaches the pattern of a real series, the more is 
order or “rationality” implicit in it—that is, acts assume the char- 
acter of means efficiently ordered or organized to achieve 
outcomes. 

‘This variety of learning is frequently called “trial and er- 
ror’ learning. Some contend it would be more aptly described 
as “trial and success” learning, since the successes are apparently 
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more potent than the failures in the development of the total 
pattern of response. Although the data show that trial and error 
learning is typically a function of the whole organism in inter- 
action with its surroundings, and therefore not so atomistic and 
mechanical as once assumed, it is nevertheless clear that acts 
can be organized into an orderly sequence leading to a desired 
consummation, without the creature involved in the process 
having any conscious awareness of the connections that are be- 
ing developed in its habits of response. Even with human beings 
much learning is undoubtedly at this biophysical—non-ideational 
—level. In brief, acts can become ordered by the processes of 
nature, even though no mind directs the ordering. 

Thus far our discussion has referred exclusively to the be- 
havior of the individual animal form. Certain animals, includ- 
ing men, carry on their struggle for existence in groups. This 
group life further prepares for the emergence of mind—the kind 
of existence that is consciously purposeful. The life of mind— 
the kind of behavior that has become intellectual in quality and 
which involves the use of symbols—began to develop as human 
beings became aware of the significance of certain factors pres- 
ent in their codperative group activities. 

Mead holds that it was in the context of the conjoint activi- 
ties of the group that language—the use of significant symbols 
—first emerged.* He finds the “natural” event that is the fore- 
runner of this more significant or meaningful behavior in the 
signalling acts of animals. ‘This signalling behavior is illustrated 
by the “conversation of gestures’ that ensues when two dogs 
approach each other in hostile attitude. The growls, the succes- 
sive body postures, and the shifting positions of the one, function 
as signals or stimuli to direct the responses of the other, even 
though these particular physical manifestations are a mere 
“organic overflow,” in the sense that they are not produced by 
either dog with conscious intent. Mead describes this reciprocal 


“George Mead, Mind, Self and Society (Chicago, The University of 
Chicago Press, 1934), Part II. 
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adjustment of the movements and attitudes of the two dogs as 
a “conversation of gestures.” He considers it a kind of conver- 
sation because the acts of each dog influence those of the other, 
but interaction is “non-significant” because neither animal is 
aware of the réle that its gestures play in evoking the responses 
of the other. Although the behavior of each is stimulated by that 
of the other, neither animal participates intellectually in the 
developing situation. It does not intend—mean—to arouse the re- 
sponses its own acts call forth in the other form. 

Organic gestures become “significant symbols” when the 
creature that makes the stimulating gestures perceives their ef- 
fects in the behaviors of other forms, and, having once grasped 
this relationship, deliberately repeats his gestures under appro- 
priate conditions in order to elicit these definite responses from 
his fellows. Consciousness of self as agent thus arises as the 
living form acquires this ability to anticipate. In order for one 
individual to turn his gestures into deliberate instructions to 
others, he must first be able to comprehend the significance that 
his sounds or movements carry for the behavior of other human 
beings. It is thus in the context of social or group behavior that 
meaning and consciousness of self originate. Our gestures ac- 
quire meaning when we apprehend the connection between 
what we do and say and the adjustments our movements and 
utterances arouse in the behaviors of others. Our gestures may 
be said to be informed with significance and meaning when 
they carry for us the same behavioral values that they have for 
our fellow human beings. Conscious awareness is thus a function 
of this internalization of the patterns inherent in the external 
social situation. This internalization is made possible by the use 
of symbols. A symbol is a gesture, a sound, or a mark that stands 
for some external event, condition, process, or behavior. 

Language is thus the bridge between the unconscious 
course of things in “nature” and the self-conscious life of man. 
But language is a natural development. It is as natural as the 
conjoint behaviors of human organisms in which it originates. 
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Meanings are properties of group behavior and are shared by 
those who speak and understand the language of the group. 
Language is a natural development from the signal reflexes of 
animals, but it is not to be identified with them, for it is an in- 
tercourse that has become charged with meaning. As one writer 
has observed: 


Speaking or talking is not reducible to mere utterance, or to signal 
reflexes. Signals become signs, sounds become words, speaking or talking 
comes into being, when the behavior intends to elicit a response, and the 
response, on its side, is meant to be such. Speech takes its character from 
being the common endeavor of at least two centers of activity engaged in 
the act of intercommunication. It implies reciprocal cross-reference and 
joint anticipation which, when acted out, result in a conjoined under- 
taking, regulated, as to each partner, by his participation in the partner- 
ship. . . . Speech is thus in its very essence a codperative venture. It is a 
social act. It involves at least two persons. Together they accomplish one 
of the miracles of nature—the communication of meaning. 


Although the gestures that are basic in language-communi- 
cation can be made in various ways, it is not difficult to discern 
the reason for the almost universal reliance on vocal gestures. 
The spoken word does not involve the use of those organs that 
are required either for locomotion or for the holding and the 
manipulation of things; little physical energy is involved in 
human utterance, and sounds can be organized into innumerable 
combinations and therefore provide for subtlety and flexibility 
of expression. ‘The spoken word, moreover, has the advantage 
that it gives the person uttering it much the same physical cue 
that it gives to others. But vocal sounds are not language. There 
is nothing “psychical” nor “mental” in mere vocalization. We 
misconstrue the whole nature of language, if we do not perceive 
that words—oral and written—gain their intellectual significance 
because they represent, function as signs of, or symbolize things 
other than themselves. ‘The world of meaning is not a purely 
private and subjective affair, nor does it involve mysterious 

* Abridged from M. C. Otto, “Speech and Freedom of Speech,” Freedom 


and Experience, edited by Sidney Hook and Milton Konvitz (Ithaca, New York, 
Cornell University Press, 1947), p. 83. 
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reference to a transcendental realm beyond ordinary human 
experience; it has its origin in the public, objective world of ad- 
justive, social acts. 

Not all signs are gesture signs. Things can also function 
as signs, and as a result of our interactions with things they can 
become characterized by meaning. Natural things are involved 
in other things, and they have their characteristic ways of inter- 
acting and correlating with these other things. Thus physical 
things or events can operate as signs of absent and future oc- 
currences or conditions. A dark shadow under the surface of 
the water, for example, can operate as a sign of a submerged 
rock and the possibility of a boat sinking because its bottom 
has been ripped open; or a black cloud and a distant rumbling 
sound can become the sign of approaching rain, and, by the use 
of concepts made possible by symbols, rain can signify mud, mud 
the possibility of skidding, and skidding the need for a change 
in the plan for an automobile trip in order to avoid clay roads; 
or, again, spots of a certain shape and color on the skin may 
serve as a sign of unseen disordered organic conditions that de- 
mand prompt attention. To be sure, the affairs of the environ- 
ment can take on this réle of functioning as signs only in the 
presence of an organism capable of observing and retaining these 
natural connections and sequences, but that does not make the 
realm of meaning a mysterious and exclusive property of the 
individual human organism. As is the case of other behaviors, 
the kind of functioning that signifies and has significance—the 
functioning that is mind—is an activity that implicates environ- 
ment as well as organism. Without the environment that is our 
natural abode, no signs; and without signs, no mind. Any edu- 
cational program, therefore that plans to deal with the intel- 
lectual aspects of human experience will have to take account 
of more than the individual human organism; it will have to 
concern itself with the physical and cultural environment in 
which the behaviors that are mind are elaborated. 
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§ 4. Nature and Culture 


An environment of objects—of things plus their meanings 
or implications for human experience—is what is meant by cul- 
ture. These objects that constitute culture are of two kinds. ‘They 
include, in the first place, all of those environmental affairs or 
conditions which as a result of the interactions of a human 
group with them have been transformed into objects—that is, 
into things that have had their potentialities or consequences 
funded in them so that responses to them are made in terms 
of these eventual and anticipated properties. Seeds, for example, 
are responded to not simply as things of a sensed shape and 
color, but as things that can be eaten, and as things that can be 
planted in the ground, and which, in time, will sprout into 
plants that will assure a future food supply. 

But culture also consists of tools. These tools are of two 
sorts. They include all of the physical things from chipped 
stones to engines and airplanes that have been refashioned and 
reorganized from natural materials into agencies that increase 
the power of man to utilize and to control his environment. 
These instruments of physical control have evolved from within 
the context of the purposeful acts of man. Indeed, a tool may be 
defined as anything that can operate as an agency of control 
and added power in a sequence of means organized to attain 
a desired outcome. ‘There are, however, social as well as physical 
tools. Social tools include all of the traditions, customs, laws, 
institutions and conventions by which a human group has come 
to organize and to regulate the life activities and relationships 
of its individual members. These social tools have also devel- 
oped from within the means-consequence continuum; they are 
the result of the effort to achieve group ends by coédrdinating 
and regulating the activities of individuals and various sub- 
groups. 

The attributes and the abilities that we prize as distinctively 
human are due in no small part to the fact that man lives in 
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this culturally transformed, and educationally more potent, en- 
vironment. As the child matures in this cultural environment 
his responses are directed by “weighted” stimuli—by stimuli that 
are charged with the meanings which his human group has 
acquired from that which it has suffered and undergone, from 
that which it has appropriated from other human groups, to- 
gether with those meanings it has discovered through its delib- 
erately controlled efforts to get knowledge of the behaviors and 
the connections of things. Without his superior organic endow- 
ment, man would never have got started on the enterprise of 
the development of culture—but once he began to remake “na- 
ture” into culture his own powers of understanding, of predic- 
tion, and of control began to expand. Nature was in a real sense 
rationalized as it became progressively instrumentalized through 
the activities of man. 

Language was the most significant human invention. Sym- 
bols are the greatest of all tools for they are the indispensable 
means of that conscious existence that is the source of all de- 
liberate inquiry and invention. With the development of sig- 
nificant symbols, the response of the living creature to its 
environment is transformed. Activity is liberated because it is no 
longer bound to things physically given in the immediate sur- 
roundings. Symbols make possible the construction and use of 
concepts, and these concepts make available for purposes of 
thought and invention the behavioral values of things that are 
distant in space and time. As some have suggested, this develop- 
ment so modifies the behavioral field that it literally becomes 
“superorganic” in character—man henceforth lives in a world of 
meaning. Through symbols he becomes a creature of memory, 
imagination and foresight. 

Nor is the extension of the environment in space and time 
the only significant result of this development of language. The 
power of attention is also transformed—it is no longer a function 
of organic tensions that wax and wane with the immediate con- 
dition of the physiological organism. Human attention can now 
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be focused and sustained by these accumulated “objects” of the 
cultural environment, and by the new interests and drives that 
these cultural meanings breed in man. In the behavior marked 
by meaning and self-conscious awareness, situations of tension 
in which responses are confused and blocked can be turned 
into intellectual problems, and man can attend to these prob- 
lematic life-situations for prolonged periods as he gradually 
elaborates and tests means for dealing with them. Thus the life 
of mind—the response to the significance and the possibilities of 
things—introduces new dimensions, new values, and new dy- 
namics into human experience. Empirical study of the order of 
the social and the mental shows that this order of behavior czn- 
not be reduced to the physical, or the biological, nor can it be 
explained or understood by principles wholly derived from within 
these pre-human levels of existence. 

Take, for example, the elemental biological need for food. 
We have indicated how this need denotes an imbalance in the 
relation of the individual organism with its surroundings, and 
that this imbalance, or lack, is manifested in the cravings of the 
physiological organism. These disturbed tissue-conditions drive 
the living creature to seek satisfaction from its surroundings. It 
continues its restless search until its needs are met, but once 
these organic cravings are satisfied, the tension disappears and 
the interest of the organism lapses or shifts to other things. 

Although man is a creature of culture, he is nonetheless 
a biological organism with his imperative life needs. In common 
with all other animal forms, he requires food if he is to continue 
to live. A secure and adequate diet is therefore a primary human 
need and interest. So universal and basic is this need that the 
most inclusive organization man has developed—the United Na- 
tions—has appointed a Commission on Food and Agriculture to 
consider what can be done to provide the whole human race 
with a more satisfactory food supply. But the motives that prompt 
the very distinguished members of this Commission to undertake 
this fundamental task are many and various—it is simply impos- 
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sible to reduce them to the tissue-needs of their own bodies for 
food. Indeed, many of the interests and drives which underlie 
the work of the members of this Commission are far re- 
moved from their personal biological needs—they are the com- 
plex products of the particular life careers they have had as 
members of a human civilization. 

The members of this Commission on Food and Agriculture 
are motivated, for example, by their interests in science and all 
that the quest for truth and power of control signifies in the 
life of man, by their regard for the welfare of human beings, 
many of whom they have never even seen, by their desire to 
share in the development of a world organization that will make 
it possible to eliminate war, by their concern for the approval of 
their fellow human beings, and by many similar sentiments and 
interests nurtured in them by their life in human society. They 
will continue to work on this problem of the United Nations 
when their individual needs for food have been met, and, at 
times, they may become so absorbed in their investigations and 
conferences that they will stay by their projects long past the 
point where the physiological demands for food begin to assert 
themselves. ‘To say this is not to suggest that the members of this 
Commission have attained a level of intellectual and moral 
existence that supplants the life imperatives of the biological 
order, but it is to say that these biological needs are now so im- 
plicated in interests that appear only at the level of culture that 
they are characterized by a significance that spreads far beyond 
the individual creature needs of the animal order. Indeed, con- 
ditions might well arise in which men on this Commission, in 
order to satisfy interests that they have achieved as members 
of a human civilization, would be prepared voluntarily to risk 
their own physical well-being and continued existence in order 
to forward the cause to which they are devoted. In sum, the 
motives and interests which human beings acquire by virtue of 
their participation in a human society are not of a lower grade 
than those motives and interests that are found at the biological 
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level of existence. Even historical materialists recognize that the 
level of subsistence—the conditions that men will consent to en- 
dure—are culturally as well as biologically determined. 

The cultural order of human existence is, to be sure, con- 
tinuous with the biological. But so is the biological continuous 
with the physico-chemical order of existence. Scientific study of 
affairs at the biological level of existence began to make progress 
once it was recognized that this level of behavior has its own 
irreducible traits, and constitutes a new dimension of behavior 
continuous with, but distinct from, the physical. Biologists 
were eventually convinced that the behaviors of living things 
could not be fruitfully explored by the exclusive reliance on 
categories and principles of interpretation derived from the 
simpler physico-chemical level of behavior. The adoption of this 
methodological principle did not deny the continuity of the bio- 
logical organism with physico-chemical energies, but it did 
affirm that the synthesis of these energies into a living creature 
signifies the emergence of a new phenomenon, and that the 
characteristics of biological behavior are fully as real as those of 
inanimate things. 

The same principle holds for our study of man. Undoubt- 
edly the characteristics that man has acquired by virtue of his 
membership in a human society have their physiological or bio- 
logical correlates. It is difficult to see how any learning could be 
preserved if it did not involve some change in the biological 
organism. But this does not at all imply that the significance of 
these distinctively human traits can be defined in purely bio- 
logical terms without reference to the cultural world of meaning 
and value in which they originated. Much of our psychology 
has been guilty of this fallacy of reduction. It has assumed that 
a thing cannot be related to another thing without being that 
thing: that the nature of a thing is found in that from which 
it has evolved, not in its own distinctive traits—a principle which 
if literally accepted would deny the reality of all emergence or 
evolution. 
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This fallacy of reduction was implicit in the physiological 
behaviorism of Watson. He correctly perceived that thinking 
required as an essential condition the use of language, and that 
language involved the organs of speech. Watson then plunged 
to the conclusion that thinking was merely a kind of internal 
manipulation carried on by the vocal organs. In this subcu- 
taneous and mechanical explanation of human thought, he over- 
looked the vital part played by continuous and conscious 
reference to the external world in the process of thinking. In 
other words, he ignored the réle of things operating as signs, 
and the importance of responsible reference to these objective 
events and processes if the symbols that denote these environ- 
mental things are to be used in ways that are genuinely 
significant. 

The same tendency toward reductionism is found in Freud 
with his emphasis on the primacy of sex in human behavior. 
Here again we have the assumption that the earlier biological 
drive is the real factor, and that all later developments through 
learning from the life of man in society have no genuine novelty, 
but are mere disguised and indirect expressions of this primitive 
drive. It is true that the sexual nature of man—the principle of 
love—gets stretched in the Freudian interpretation so that it 
comes to be identified with a wide variety of concrete behaviors, 
but always there is the presupposition that these later and more 
complex developments are nothing but expressions of an orig- 
inal and unchanged sex drive as it is repressed and thwarted, but 
never modified, in any important sense, by the experience of 
man in a human culture. The possibility that man by virtue of 
his life in a human group might achieve new interests, new 
purposes, and new drives is discounted by the reductionist as- 
sumption that the earlier—the biological—defines the ultimate 
for the human being. 

A changed point of view in the study of man is beginning 
to develop. It is increasingly recognized that whenever the order 
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of the social is thus reduced to the biological, we have not ex- 
plained, but have rather explained away, the very factors that 
create the distinctive subject-matter of a psychology of human 
personality. The processes that are distinctively human and ra- 
tional appear only at the level of the social. It will therefore re- 
quire a social, not a simple physiological, psychology to do justice 
to them. Education will receive more concrete aid from psychol- 
ogy when it frankly accepts responsibility for tlie study of the 
behavior of men as members of actual human societies. It will 
find that this human behavior is conditioned by values, and 
that a scientific study of man cannot be at all adequate if it 
eliminates the réle of values from the scope of this study of 
the human. 


§5. The Human Organism and Education 


A long series of studies in infant behavior has underlined 
the conclusion that the human organism cannot tell us how 
to educate. The norms for human conduct and human develop- 
ment are not given in the native endowment of the human 
organism, nor do they develop by the mere unfolding or matur- 
ing of inborn patterns or faculties. The evidence is strong that 
acquired characteristics are not biologically transmitted. The 
superiority of the human organism, moreover, lies not in its pre- 
formed action patterns, but rather in its remarkable capacity for 
learning and in the superior stimuli provided by the social en- 
vironment. It is because we ignore the unremitting influence 
of the cultural environment in guiding the perceptions and re- 
sponses of the young that we tend to assume that much is 
inborn which is in reality learned. As we have already indicated, 
the human form at birth is less able to care for itself than are 
the offspring of many of the sub-human animal forms. 

Consider, for example, the matter of language: Dr. Thorn- 
dike who always sought to do full justice to inherited factors says 
that language “may be prepared for in the genes only by a 
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proclivity to move the mouth parts in a great variety of ways.” ° 
The data clearly show that so far as native equipment is con- 
cerned, English, Chinese, German, Russian, Choctaw, or any 
other language, are all alike wide-open possibilities for the new- 
born child. The mother-tongue of the parents becomes the 
mother-tongue of the child because his surroundings encourage 
him to learn it, and apparently for no other reason. 

What holds for language also holds for so-called racial and 
nationality traits. Children born of white parents can and have 
become Chinese in personality characteristics when reared in 
the culture of China, and Chinese children can and do become 
American in outlook, sentiment, and loyalty when reared in the 
American culture. Nor does the organism have inborn propen- 
sities that enable it to discriminate between the systems of life 
that we call democratic or authoritarian, individualistic or so- 
cialistic, scientific or magical. Even “feminine” and “masculine” 
natures, or temperaments, are not the inevitable psychological 
correlates of biological constitution. From her studies in three 
simpler societies Margaret Mead declares: “I was innocent of 
any suspicion that the temperaments which we regard as native 
to one sex might instead be mere variations of human tempera- 
ment, to which the members of either or both sexes may, with 
more or less success in the case of different individuals be edu- 
cated to approximate.” ” 

In sum, “the ways of nature,” if we mean by those ways 
merely that which is exhibited by the behavings of things outside 
the life of human beings in society, cannot tell us how to educate. 
The biological order simply does not contain many of the funda- 
mental criteria by which we necessarily make those value dis- 
criminations that are crucial in the nurture of the young. In 
order to get these criteria we have to go to nature as it has 


°E. L. Thorndike, Human Nature and the Social Order (New York, The 
Macmillan Co., 1940), p. 302. 
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evolved in the order of the social, for it is in that order that 
man becomes human. And education is an affair of human be- 
ings not of mere biological organisms; it has to do with values 
that appear only at the level of conscious, purposeful human 


life. 
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The Alternative of Classical Humanism 


HE view that education is a mode of social action and in- 

terpretation, necessarily conditioned by factors of time and 
place, has been repudiated by a group of educators led by Dr. 
Hutchins of the University of Chicago. Although higher edu- 
cation is the special interest of the members of this group, they 
have grounded their program for the reconstruction of higher 
education in a general theory of the nature and purpose of edu- 
cation at all age levels. ‘These educators are not impressed by the 
fact that the historical and the comparative study of education 
shows that the purposes, the materials, and the methods of the 
school have varied with the folkways and the thought-ways of 
different cultural groups. ‘The crucial point, they assert, is not 
what education has been up to the present time, but rather what 
education must become if it is to realize the full humanity of 
man. 

According to this group, when education is rightly under- 
stood, its primary task will not be viewed as the maintenance 
of a program for the purpose of introducing the young to the 
ideals, the customs, the changing institutions, and the practical 
activities of their own society. Human standards should signify 
something more fundamental and permanent than the rationali- 
zations of the mores found in the different cultural groups, and 
truth should signify something more universal and invariant 
than the shifting opinions of historically conditioned men. In 
brief, the supreme concern of education is with the moral, not 
with the mores; with truth, not with mere human opinion or 
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preference; and with man as man, not with man as the member 
of this or that nation or society. Now the trait that distinguishes 
man from all other living creatures is the power of reason, and 
hence the cultivation of the intellect defines the central function 
of education. No program of education can be considered worthy 
of man that permits its interest in the local, the vocational, and 
the empirical, to substitute for the development of the rational 
powers of the young. 

This capacity for reason may be nurtured in the immature 
human being by two basic processes. First, by the cultivation of 
his own latent rational faculties. ‘This can be accomplished, more- 
over, without getting involved in controversial social issues, 
through the training of the young in special disciplinary studies 
such as mathematics, language, logic and rhetoric. But this 
strengthening and sharpening of the rational powers must be 
supplemented by the study of first principles. Mastery of these 
first principles is indispensable to rational thought for it is by 
their use as governing major premises that individuals are able 
to explore and to command the particulars of their existence. 

Nor are we without an adequate source of these first prin- 
ciples. They are to be sought, not in the native impulses of the 
child, not in the accidents of history and culture, not in the 
coéperatively developed and tested findings of the various em- 
pirical sciences, not primarily in the doctrines of alleged systems 
of supernaturalism, but in the nature of ultimate Being as in- 
terpreted by right reason. These deliverances of reason about 
the laws of natural and human existence are stored in the teach- 
ings of those inspired leaders whose writings have been accepted 
by men everywhere as classics. These great works have demon- 
strated by their ability to persist and to continue to enrich human 
thought that they have a genuine timeless quality. Indeed, a 
classic may be defined as a book that is contemporary in any 
period. Taken together these classics constitute an authoritative 
moral and intellectual tradition for the whole human race. It 
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is in this universal humanist tradition that the education of 


the young should be rooted. 


§ 1. Reason and Education 


Dr. Flutchins has boldly outlined the foundations of this 
more rational and universal program of education in his book, 
The Higher Learning in America He declares that the “one 
purpose of education is to draw out the elements of our com- 
mon human nature,” and that “these elements are the same in 
any time or place.” ‘The most basic of all these human attributes 
is the capacity for reason, and when education is rightly under- 
stood, “it will be understood as the cultivation of the intellect.” 
A worthy program of education will be concerned with “the at- 
tributes of the race, not the accidents of individuals,” with the 
characteristics of “man as man” and with that which “connects 
man with man.” It follows that “the cultivation of the intellect 
is the same good for all men in all societies.” 

Now an education that is concerned with the development 
of man as a rational creature will not be interested in “educating 
a man to live in any particular time or place,” or “to adjust him 
to any particular environment.” Differences in habits and cus- 
toms, in social organization and educational administration, ac- 
cording to Dr. Hutchins, are mere details, and these details 
should not be permitted to shape the materials or the purposes 
of the nurture of the young. “The heart of any course of study: 
designed for the whole people will be, if education is rightly 
understood, the same at any time, in any place, under any po- 
litical, social, or economic conditions.” 

One of the weaknesses of contemporary education is that 
it has so broadened its interests that its primary functions of the 
training of the mind and the nurture of the young in first prin- 
ciples have been subordinated to innumerable practical and 
social affairs. Organized education would do well to leave the 


* Robert M. Hutchins, The Higher Learning in America (New Haven, 
Yale University Press, 1936), Chapter 3. 
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getting and the directing of experience to other institutions 
“and emphasize in education the contribution that it is supremely 
fitted to make, the intellectual training of the young.” Physical 
education or “body building,” and moral education or “character 
building,” as well as the “social graces,” along with training in 
the techniques of the various trades and professions should be 
excluded from the school. All of these interests have their due 
and necessary place, but it is not the responsibility of the educa- 
tional institutions of a society to provide for them. 

The curriculum therefore “should be composed principally 
of the permanent studies.” ‘These are the studies best able to 
“draw out the elements of our common human nature’; they 
also “connect man with man,” and “with the best that man has 
thought.” “We have then for general education a course of study 
consisting of the greatest books of the Western world and the 
arts of reading, writing, thinking, and speaking, together with 
mathematics, the best exemplar of the processes of human 

? 
reason. 

It is obvious that the foregoing theory and program of edu- 
cation elaborated by the Hutchins group raises some very basic 
educational questions. These questions have to do both with 
that which is possible, and with that which is desirable in edu- 
cation. For example, is it possible for any group of adults to 
select “the greatest books of the Western world” without tak- 
ing some account of contemporary events, interests, knowledge 
and values? And why, if this educational program is designed 
to serve the interests of men of all nations, races, and religions, 
should the great books be restricted to the classics of the Western 
world? Or, again, is it possible for contemporary teachers and 
students to explore the meanings of the “great books” without 
permitting the perspectives of the present to influence that which 
they find in these formulations of the leaders of other ages and 
societies? Do the findings of educational psychology support 
the view that the intellectual powers of the young can be satis- 
factorily developed by reliance on a method of formal discipline 
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in an educational program that deliberately divorces the theoret- 
ical from the practical, and the intellectual and moral from the 
social and the vocational? Moreover, does not this program of 
intellectual training necessarily rest on an authoritarian founda- 
tion? Is it desirable in a democratic society to restrict the purpose 
of education simply to the cultivation of the intellect, and if it 
be assumed that this is desirable, by what concrete means should 
we seek to attain this result? To put the question in more definite 
form, what, if any, part do the procedures of science have to 
play in the nurture of the rational powers of the young? We 
shall examine these and related questions in this chapter, but 
we shall begin with a consideration of the factors in the con- 
temporary situation that led to the elaboration of this theory 
of education. Fortunately, we do not have to resort to specula- 
tion in our effort to do this, for Dr. Hutchins has set forth in 
some detail the tendencies in the existing social and educational 
situation which were of concern to him when he developed 
his plan for education. 


§ 2. The Cultural Roots of the Great Books Curriculum 


In the first part of The Higher Learning in America, Dr. 
Hutchins makes it quite evident that his bold program for edu- 
cational reconstruction is in the nature of a reaction to the cur- 
rent scene in American life and education. In other words, 
although Dr. Hutchins undertakes to formulate an educational 
program to meet the needs of all men in all societies, the primary 
stimulus to his educational thought is not the condition of hu- 
manity in general, but rather the deplorable state of affairs 
existing in the confused, divided and uncertain America of the 
decade of the depression before the beginning of World War 
Il. His book is grounded, not in the contemplation of the nature 
and condition of universal man, but in a passionate protest 
against what he considers to be the materialism, the mass medi- 
ocrity, the narrow specialism, the anti-intellectualism, and the 
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discord of the contemporary social and educational American 
scene. 

His program is also quite explicitly a value-conditioned 
affair. Dr. Hutchins pretends to no neutrality in the realm of 
values and morals. He is definite about the things that he is 
for; he is even more definite about the things that he is against. 
He is deeply opposed to the tendency of the leaders of American 
education to respond to what he condemns as the shifting, sur- 
face demands of the general public. According to Dr. Hutchins, 
the American public has many weaknesses. It is obsessed by 
the love of money. It has a narrow utilitarian bias that leads it 
to demand a vast program of vocational education. In this con- 
stantly expanding vocational program our educational institu- 
tions are expected to train farmers to feed and care for chickens, 
pigs, horses, and cows, to teach mechanics how to repair and 
care for automobiles, to train journalists to edit newspapers, busi- 
nessmen to manage commercial enterprises, aspiring young law- 
yers to win cases, laborers to organize and manage trade-unions, 
domestic workers to cook and to sew, and even to instruct pros- 
pective housewives in the best ways to rear babies, to make good 
use of the consumer’s dollar, and to furnish and decorate their 
homes. 

The American public also has a mistaken notion of the 
meaning of democracy. ‘This leads it to ignore the fact that one- 
third of the young, according to Dr. Hutchins, “cannot learn 
from books,” and prompts it to demand “free education” for all, 
irrespective of their “ability to profit by it.” This false concep- 
tion of democracy also prompts the public to interfere with the 
management of education: to demand that the subject-matters 
and the methods of the schools and universities be regulated by 
representatives of the lay community, by alumni, by legislatures, 
and by trustees. ‘The result of all this is that the educational insti- 
tutions in the United States are, on the whole, badly run. 

These incessant demands from pressure groups of one sort 
or another are transforming our educational institutions into 
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public-service stations, and the disinterested search for truth and 
first principles is being submerged by the growing tendency to 
provide more and more information that will help people do bet- 
ter the wide variety of ordinary activities in which they are daily 
engaged. ‘This tendency to help people “adjust” to the immediate 
circumstances in which their lives are set has led the schools to 
exalt empirical knowledge. And thus it comes about that empiri- 
cism “having taken the place of thought as the basis of research” 
now takes “its place, too, as the basis of education.” And since 
the “facts” that a “practical” people want to learn about their 
life pursuits, must “be as immediate and useful as possible,” we 
have sunk into an “anti-intellectualism” in education “which 
denies, in effect, that man is a rational animal.” 

One may reject Dr. Hutchins’ low estimate of the intel- 
lectual and cultural potentialities of the occupations of everyday 
life, and still recognize that there is much of substance in some 
of these criticisms of current tendencies. But this searching 
analysis of weaknesses and wrong emphases in contemporary 
American affairs does not prompt Dr. Hutchins to try to develop 
a concrete socio-educational program for the purpose of dealing 
with these affairs. His discussion also fails to emphasize that 
some of these undesirable group attitudes and tendencies are 
bred into the lives of Americans by the presence of false interests 
and goals in the habitual and outmoded practices of the indi- 
vidualistic, pecuniary economy under which they now conduct 
their life affairs. Since he believes that an educational program 
should “draw out the elements of our common human nature,” 
and since he further assumes that “these elements are the same 
in any time or place,” it is apparently unnecessary for him to 
accept responsibility for this type of analysis and appraisal of 
the actual operating institutions of his own society. He holds 
that education makes its contribution, not by the development 
of a program that takes account of the real resources and difhi- 
culties of its society, but by giving its attention to the cultivation 
of the generic traits of man as a member of the human species. 
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Hence, although the first half of his book is given to a descrip- 
tion of the present American social and educational situation, 
he turns his back on that situation once he begins to make his 
positive proposals for the reconstruction of education. Indeed, 
Dr. Hutchins seems to assume that the farther he can remove 
his program from everything that now exists in American life, 
the more ideal and valid it will be. 

This, of course, is an old human practice—it is sometimes 
characterized as the practice of constructing utopias. The prin- 
ciple by which this is done is also now well known. Utopias are 
often built, not by really forgetting the here and now, but by un- 
consciously assuming that the opposite of what man now ex- 
periences and suffers must be the very essence of the ideal. Dr. 
Hutchins builds his utopian educational plan by employing this 
procedure. As the head of a university he has become weary of 
alumni who measure a college by its winning football teams, 
of parents who insist that their children be cultivated in the 
social graces, of “moral” reformers who demand that their par- 
ticular conception of character training be made primary, of 
narrow vocationalists who seek to get practical results without 
taking the trouble to master the bodies of knowledge that under- 
lie these utilitarian practices, of ambitious youngsters who seek a 
short-cut to pecuniary success through the learning of the mere 
“tricks of the trade,” of a positivistic scientific practice that 
centers its attention on the mere accumulation of information 
rather than on the development of basic principles and genuine 
intellectual grasp, of sheer busy-work so often found parading as 
genuine scientific research, of pressure groups who insist that 
instructors teach only that which is in harmony with their vested 
interests, of patriotic citizens who get legislatures to pass laws 
prescribing loyalty oaths and defining what shall and shall not 
be included in the curriculum, and of boards of trustees who 
are disposed, on occasion, to substitute personal interests and 
prejudices for hard won standards of scholarship in the evalua- 
tion of the worth of teachers. From all of these undesirable 
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things, Dr. Hutchins would deliver American education. We 
turn now to examine his specific proposals for educational 
reconstruction. 


§ 3. The Training of Human Reason 


Dr. Hutchins contends that education can get the desired 
emancipation, if it has the courage to do two things: first, to 
withdraw from the social, the contemporary, the vocational, and 
the empirical, and to give its attention instead to basic principles 
as defined and developed in the great books of the human race; 
and, secondly, to refuse to carry responsibility for the direction of 
the whole experience and the all-round development of the 
young, and to center its attention instead on the training of 
intelligence. As we have seen, he holds that the school can de- 
velop the rational powers of the young through the systematic 
exercise of their mental faculties in such logically exact and non- 
controversial disciplines as grammar, rhetoric, logic, and mathe- 
matics. Hence it can and should reject those empirical 
procedures that seek to develop meanings and to cultivate mind 
in the young by providing opportunity for them to grasp con- 
nections between that which they do and undergo as they in- 
teract with their varied physical and social surroundings. In sum, 
Dr. Hutchins advocates a program of education that will treat 
man as a being endowed with reason, not as a mere creature of 
feeling and action seeking to become intelligent about the be- 
haviors of things and persons in the particular environment in 
which he lives. 

Were we to attempt a comprehensive analysis of Dr. 
Hutchins’ program of education many points would have to be 
explored. Here our primary interest is with his contention that 
education should be devoted to the universal, and the immutable; 
not to the local, the contemporary, the empirical, and the changing. 
Many basic propositions that seem to him to be self-evident are 
far from self-evident to many other students of human nature, 
behavior and learning. Certain of the moral assumptions implicit 
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in his program of education have also seemed to many educators 
to be more in accord with the practices of an authoritarian than 
a democratic society. 

Social psychologists and anthropologists find it difficult to 
accept Dr. Hutchins’ view that human nature is given at birth 
and is not conditioned, in any significant respect, by factors of 
culture, experience and learning. Many suspect that these edu- 
cational ideas are really grounded in the traditional dualistic 
view of man as a metaphysical soul, and not as a unique emer- 
gent in a bio-cultural evolutionary process. Educational psy- 
chologists also have serious difficulty with his notion that the 
intelligence of man can be trained and developed without actual 
experience in the particular fields of subject-matter and activity 
in which it is to operate. Most of them have long since given 
up the principle of “formal discipline” that Dr. Hutchins makes 
the psychological foundation of his educational program. ‘They 
no longer believe that the human mind is composed of special 
faculties, or reasoning powers, that can be matured and sharp- 
ened by a process of training in a course of selected disciplinary 
studies, much as our muscles can be developed by special exer- 
cises in the gymnasium. Experimental tests fail to verify this 
doctrine of formal mental discipline, and scientific students of 
human behavior have little confidence in a theory of learning 
that does not meet the test of actual experiment. Dr. Whitehead 
has spoken of the dangerous error involved in this theory of 
intellectual training: 

With good discipline, it is always possible to pump into the minds 
of a class a certain quantity of inert knowledge. . . . But what is the point 
of teaching a child to solve a quadratic equation? ‘There is a traditional 
answer to this question. It runs thus: The mind is an instrument, you 
first sharpen it, and then use it; the acquisition of the power of solving 
a quadratic equation is part of the process of sharpening the mind. Now 
there is just enough truth in this answer to have made it live through the 
ages. But for all its half-truth, it enbodies a radical error which bids fair to 
stifle the genius of the modern world. I do not know who was first 


responsible for this analogy of the mind to a dead instrument. For aught 
I know, it may have been one of the seven wise men of Greece, or a com- 


THE ALTERNATIVE OF CLASSICAL HUMANISM 93 


mittee of the whole lot of them. Whoever was the originator, there can 
be no doubt of the authority which it has acquired by the continuous 
approval bestowed upon it by eminent persons. But whatever its weight 
of authority, whatever the high approval it can quote, I have no hesitation 
in denouncing it as one of the most fatal, erroneous, and dangerous con- 
ceptions ever introduced into the theory of education. The mind is never 
passive; it is a perpetual activity, delicate, receptive, responsible to stimulus. 
You cannot postpone its life until you have sharpened it.’ 


Many educators are also deeply troubled by the assumption 
of Dr. Hutchins that the schools need not undertake to provide 
for the course of experiencing of the young, and that their re- 
sponsibility should be restricted to the single objective of the 
training of the intellect, excluding among other things all re- 
sponsibility for “character building.” ‘These teachers believe that 
one of the central purposes of the American school should be the 
nurture of the young in the dispositions, the attitudes, the prac- 
tices, and the allegiances that constitute the moral foundations 
of our democratic way of life. Moreover, they consider the no- 
tion that a school program can be so conducted that it will not 
have consequences in the characters of those involved in it is 
far from self-evident. They know of no evidence that supports 
this view; on the contrary, their experience shows that learnings 
are never single, and that habits, meanings, feelings, insight into 
principles, appreciations and attitudes all develop in one and 

e same process. [hese teachers therefore are convinced an edu- 
cational system can be moral only as it accepts responsibility 
for all of the consequences—emotional, intellectual, behavioral— 
that it produces in the lives of those under its direction. Nor is 
it at all clear that a school will best cultivate the intellectual 
interests of the young if it seeks to separate the theoretical from 
the practical, the development of principles from the actual ob- 
servation of events, the growth of cultural appreciation from the 
development of vocational interests and skills, or the grasp of 
meanings contained in books from the natural and social affairs 


* A. N. Whitehead, The Aims of Education and Other Essays (New York, 
The Macmillan Co., 1929), pp. 8-9. 


94 EDUCATION AND MORALS 


to which these meanings refer. It is possible that Dr. Hutchins’ 
conclusion that real intellectual interests cannot be developed in 
one-third of our children is due, in part, to his assumption that 
intellectual training is something that is carried on by the ex- 
clusive use of literary symbols without reference to actual life 
conditions and processes. ‘The world of the mind is real, but as 
we have seen, it is not an autonomous world divorced from the 
ordinary experiences and the environments of men. 

Many, including the author, who are friendly to the use 
of the classics in the education of the young are also doubtful 
that creative abilities can be fostered by a reliance on books alone. 
They recall that the classics were written by men whose minds 
were developed, not simply through the study of the ideas of 
others, but primarily through their own first-hand and creative 
responses to the actual conditions and problems of their time. 
As Dr. Woodbridge has emphasized, there is a basic weakness 
in the humanist tendency to rely wholly on these great literary 
formulations of the past. Whenever this is done, he contends, 
we tend “to shut human life up in books, making these books 
authoritative and forgetting that the men who wrote them wrote, 
not out of contemplation of the past, but out of the richness of 
their own experience.” 


§ 4. The Inescapable Réle of Human Preference 


Nor does the “great books” conception really relieve us of 
responsibility for evaluating the life affairs of some actual human 
society when we undertake to develop a program for the educa- 
tion of the young. Reference to the interests and values of the 
present inevitably enters into the construction of the “great 
books” curriculum. In the first place, not all of the books of the 
past are or can be included in any given course of study. As a 
matter of fact only a very small fraction of even those books 
widely recognized as “great” can be used in the work of any 


* Frederick E. Woodbridge, Nature and Mind (New York, Columbia 
University Press, 1937), p. 90. 
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single school program. Selection therefore must operate in the 
determination of the special list of books included in any par- 
ticular educational program. This selection is always made by 
human beings whose interests and perspectives are invariably 
conditioned by their life experiences. ‘That which is taken from 
the heritage of the past is necessarily viewed and evaluated 
“over the shoulder of the present.” Dr. Arthur Murphy has 
defined some of the prejudices which were present in the minds 
of those who chose the one hundred books for the curriculum 


of St. Johns College, the college created by the Hutchins group. 


It may seem trite at this point to refer to the teachings of Thomas 
Jefferson, but since none of his writings are included in the “best books” 
at St. Johns, it is perhaps advisable to remind our traditionalists of their 
pertinence to this issue and to suggest that those who wish to instruct 
their students in the meaning of free institutions would be well advised 
to consult them. For if we are really going to return to our tradition in 
these high matters it is surely of particular importance to see that the 
tradition in question is authentic, and our own... . 


It is a pity there was no room for Walden, or the American Scholar, 
or Leaves of Grass among the “unkillable classics” at St. Johns. There 
is a native tang to them and a native integrity from which an under- 
standing of our tradition could profit much and for which no amount 
of undergraduate study of Plotinus Gin translation) is likely to serve as 
an adequate substitute.* 

But the réle of selection does not end with the choice of the 
“great books” which are to be included in the curriculum. Selec- 
tion also operates in the teaching and study of these books. Few 
would consider everything contained in the classics to be in har- 
mony with the authentic humanist tradition—for example, the 
unquestioning acceptance of the pattern of a slave society by 
Aristotle, and the pre-scientific views of nature contained in 
many of the most revered classics. Nor will all those who use 
these books in the classroom give the same weight to their con- 
tents. Different conceptions of relevance, importance, and value 

* Arthur E. Murphy, “Tradition and Traditionalists,” in The Authori- 


tarian Attempt to Capture Education (New York, King’s Crown Press, 1945), 
Dps22,23- 
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will pervade the minds of the instructors who interpret, as well 
as of the students who study, this heritage. These personal 
frames of reference are inescapably influenced by the practical 
and the intellectual interests of the society in which both instruc- 
tors and students have been reared, and they tend to shape the 
general pattern of their responses to these educational texts. In- 
deed, unless the examination of these writings from the past is 
made a part of a general study of the actual cultures in which 
these classics were written, and to which they were a response, 
the danger of an irresponsible play of contemporary outlooks 
and prejudices becomes very real. ‘Thus to emphasize the man- 
ner in which contemporary interests and perspectives are in- 
volved in all use of the classics for educational purposes, does 
not at all imply that there is not much of importance to be 
learned from these classical formulations. But the inescapable 
operation of present perspectives and values in the selection, the 
interpretation, and the study of these works does very definitely 
support the conclusion that the classics are in no real sense a 
substitute for the use of the living and the contemporary in the 
education of the young. Indeed, many would affirm that the 
achievement of a broad human perspective which is informed 
by a real sense of the relative value of all things, is one of the 
most important results to be gained from the study of the 
classics. 

The effort of the Hutchins group to derive the norms of 
education from the alleged traits of ultimate Being is, of course, 
but a special instance of the general effort to get the patterns 
of education directly from the patterns of things in nature. As we 
have already indicated, all attempts to erect the ways of nature 
into moral absolutes suffer from a fatal defect—namely, the in- 
evitable tendency for men to read into “nature” the things that 
they have come to value most deeply as a result of their expe- 
rience. Consider, for example, some of the conflicting interpre- 
tations different human groups have given the doctrine of 
“natural law” or “natural rights.” Economic individualists have 
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exalted the principle of “natural rights’ in order to make secure 
the right of private ownership along with the freedom of the 
owner to do as he wills with that which he owns, whereas col- 
lectivists have appealed to the principle of “natural law” to jus- 
tify the right of the community in the interest of equality to 
socialize the ownership of productive property; conservatives 
have construed the doctrine of “natural law” to involve the sanc- 
tity of established legal and economic institutions, whereas 
revolutionists have appealed to “nature’s law” and “the inalien- 
able rights” of man to justify the violent overthrow of the estab- 
lished order; ecclesiastics have stressed the moral law of “nature” 
in order to uphold the primacy of church over state, whereas 
secularists have introduced the principle of the “law of nature” 
to uphold the right and the authority of the whole community 
over the interests of all sub-groups or assocations; Roman Cath- 
olics have employed the concept of “natural law” to demonstrate 
the need for a universal moral and religious institution to ad- 
minister and apply this moral law, whereas Protestants have used 
the concept of “natural rights” to confirm the principle of re- 
ligious freedom, the inviolability of private conscience, and the 
need for religious toleration; supernaturalists have utilized the 
concept of the moral order of “nature” to support the revealed 
doctrines of their religious tradition, whereas empiricists have 
appealed to “nature” as an authority superior to that given in 
the pronouncements of supernaturalism—today in the field of 
education, the leaders of the Roman Catholic Church claim that 
the right of the Church to enroll all of its children in its own 
system of parochial schools is a “natural right,” subject to no 
review or restriction by any agency whatsoever, while many ad- 
herents of the common school system maintain that there is a 
“natural law” which underlies the “right” of the whole com- 
munity, acting through its agency, the government, to have its 
due part in the nurture of the young. In sum, the “laws of na- 
ture” have been construed to support whatever men deeply want 
in their struggles with their fellow human beings, and after the 
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rival versions of the principles and purposes of “nature” have 
been given, there still remains the problem of how to regulate 
our common affairs so as to bring the maximum of order, security 
and meaning into them. There is no reason to suppose that the 
effort of the Hutchins group to derive the program of education 
from the metaphysics of ultimate Being will meet with any 
greater success than these other efforts to get “nature” to justify 
that which can only be ethically justified by a study of the 
actual consequences of social policies in the experiences of 
living men. 


§ 5. Universalism and Utopianism 


Finally, the fundamental thesis of Dr. Hutchins that the 
attempt to adjust a man “to any particular environment is there- 
fore foreign to a true conception of education” is beset with 
difficulties of the most serious nature. We live in a world in 
which the unpremeditated and unplanned processes of history 
have given us not a single world society, but a world composed 
of many different human societies. Our world is peopled, not by 
man, but by men—Englishmen, Frenchmen, Germans, Mexi- 
cans, Norwegians, Russians, Chinese, Japanese, Hindus, Egyp- 
tians, Americans, and so on. Each of these historical groups has 
its own language, literature, history, customs, institutions, works 
of art, techniques, sentiments, faiths and loyalties, as well as its 
own revered heroes, holy-men, holy-places, holy-days, and other 
cherished memories. Dr. Hutchins suggests that these cultural 
differences are details, and that the important thing for educa- 
tion is the fact that men are all members of the same human 
species, and that “all societies have generic similarity.” 

It is on this shaky premise that he grounds his case for a 
universal program of education—a prog: ° liberately designed 
to ignore all that distinguishes men becausc #£ their nurture and 
participation in the life affairs of different human societies. 
Surely this is the most extreme kind of adventuring in utopia- 


building. The educational proposals of Dr. Hutchins ask us 
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to ignore all of the stubborn realities of human history; all of 
the differences in interest, desire, taste, need, appreciation, out- 
look, and allegiance that these historical cultures make in the 
members of the human species who are reared in them. As we 
have emphasized, men are literally creatures of culture and his- 
tory as well as of biology. An educational program that slurs 
the particular and the actual in these individualized human 
societies as a consequence of its concern with the universal, 
necessarily becomes sentimental in its recommendations. It sev- 
ers responsible connection with the definite life conditions, inter- 
ests and motives that are required to make any human program 
for improvement more than a paper program. 

The utopian tendency in the thinking of Dr. Hutchins is 
illustrated by his recent effort “to frame a world constitution.” 
The same preference for abstract principles over analysis of 
concrete historical conditions, and the same tendency to make 
a paper plan substitute for the development of a responsible 
program for dealing with world forces as they actually exist, is 
found in the Preliminary Draft for Global Federation prepared 
by a Committee under his leadership. Apparently some of the 
members of the Committee were conscious of their failure to 
come to grips with the resources and difficulties in the contem- 
porary world situation for when they submitted their report 
they stated: 

That the ‘conceivable circumstances’ for the rise of a world republic 
are not at hand, the Committee knows full well. Paramount among those 
circumstances should be the willingness of Russia, but not of Russia 
alone, to surrender sovereignty. To create these circumstances is beyond 


the power of any individual or group and this Committee is not a guild 
of miracle workers.°® 


The Hutchins group would also have done well to have 
announced frankly that their educational program as well as 
their political program was in the nature of “a proposal to his- 


° “A Proposal to History,” Printed in The Saturday Review of Literature, 
el. xx, No. 14," p. 7. 
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tory,” and to have admitted that it would require “a guild of 
miracle workers” to make it an operating reality in the actual 
here and now. Unfortunately, many reactionary forces have 
found it easy to manipulate the formal educational concepts of 
the Hutchins group so as to make them justify a return to pre- 
scientific and authoritarian practices in American education. 

But the recognition of the inescapable réle of actual exist- 
ing societies in the making of educational programs need not 
blind us to the fact that mankind is entering a new era, and 
that local, national and regional cultures are now real parts 
of an interpendent world. The development of some kind of 
world organization to meet this changed cultural situation has 
become the essence of practical politics. Efforts to develop this 
world organization will be successful to the extent that they take 
responsible account of these actual life conditions with their 
altered schedule of human needs and human possibilities. Educa- 
tion has its own important part to play in turning present 
critical human needs into dependable human capacities for 
meeting these new life conditions. ‘This will involve among other 
things the cultivation in the young of wider appreciations and 
more inclusive loyalties. But these more universal human inter- 
ests and perspectives will not be developed by an educational 
program that ignores the fact of existing national societies, and 
the varieties of outlook and allegiance and devotion which these 
societies breed in their members. 

Statesmanship in education today involves the construc- 
tion of educational programs that will continue to be related to 
the ways of life and thought of actual human societies, but which 
will also take account of the world civilization that is coming into 
existence. These educational programs will have to be integrated 
with political and economic and cultural programs that are de- 
signed to achieve world order and world community through the 
widening of the practices, the meanings, the shared interests and 
the loyalties of the members of these different national societies. 
The road to world order, security and peace must utilize, not 
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ignore, the national and regional cultures and communities 
which the long processes of human development have created. 
Insofar as a universal human society defines a desirable human 
goal, it is something to be achieved, not to be assumed. Nor is 
it at all clear that world order and security necessarily involve 
a homogenous and standardized world community. Education 
for human brotherhood, peace, and economic, scientific and cul- 
tural codperation still has to decide within what framework of 
cultural diversity and unity the interests of man can best be de- 
veloped in our interdependent world. 
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Parents and Teachers in a Period of 
Cultural Transition 


N OUR discussion thus far we have sought to describe some 
of the generic traits of deliberate education and to define 
their implications for a general theory of education. In this chap- 
ter we shall begin to deal more specifically with the problems 
and tasks of American education. Before undertaking this analy- 
sis, however, we shall bring together in summary review some 
of the basic concepts already considered in the previous chap- 
ters. It is on the basis of these principles that we shall make our 
interpretation of the present task of American education. 

Our discussion of education and morals is grounded in four 
basic and interrelated conceptions. It holds, in the first place, that 
man achieves his human attributes through a process of experi- 
encing and learning. The organic endowment of man is un- 
doubtedly superior in many respects to that of other animal 
forms, but this superior biological inheritance in and of itself 
does not provide the sufficient condition for the emergence of 
human personality. As we have emphasized, it is group nurture, 
not organic constitution, that furnishes the individual with 
language and thereby makes it possible for him to attain the 
capacity for reflective thought. It is also membership in a par- 
ticular cultural group, not original nature, that provides the his- 
tory, the traditions, the customs, the literature and the arts which 
contribute the very stuff of the intellectual and moral conscious- 
ness of the individual human being. Each human being also 

102 


EDUCATION IN A PERIOD OF TRANSITION 103 


has his governing principles of interpretation for both physical 
and human events, and the evidence shows that these explana- 
tory principles are learned, not inborn. Whether the methods 
and attitudes of witchcraft or the methods and attitudes of 
science become the possession of an individual depends upon 
the life practices and assumptions of the culture in which he 
matures. Nor are ultimate objects of personal belief, allegiance 
and devotion inherited—a child becomes a Buddhist, a Confu- 
cianist, a Musslim, a Jew, a Roman Catholic, a Protestant, a 
Christian Scientist, a Materialist, or an Ethical Humanist be- 
cause of the particular religious community and tradition in 
which he is reared. In brief, man gets his mental equipment by 
virtue of that which he learns in and through a human 
environment. 

Our discussion is grounded, in the second place, in the 
perception that all organized education is in the nature of a 
moral undertaking. Adults found schools because they desire to 
mold the development of their young through the direction of 
the course of their experiencing. All efforts to guide the growth 
of the immature necessarily involve some conception of the kind 
of persons we want them to become, and this, in turn, presup- 
poses some conception of the kind of life we expect them to live. 
Choice among alternatives in human personality and in modes 
of group living is therefore ineliminable in deliberate education. 
These preferred and chosen patterns of living, moreover, must 
be definite if they are to be of use in education. Vague moraliza- 
tions that do not contain definite implications for group and per- 
sonal behavior cannot be of any real service to teachers who are 
daily confronted with the necessity of fostering and hindering 
concrete patterns of human development. Our educational ac- 
tivity becomes morally responsible as it becomes aware of the 
pattern of values that pervades the organization and the activi- 
ties of the school. All of the ways of the school are educative, 
for all of them help determine the course of the experiencing 
and the learning of the immature. 
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Our discussion is grounded, in the third place, in the con- 
viction that the development of the program of the school in- 
escapably involves an evaluation and interpretation of the ways 
of life and thought of its society. We misconceive the nature of 
the school whenever we assume that its program for the nurture 
of the young is an autonomous and self-regulating affair. The 
master purpose of the school is to prepare the young for responsi- 
ble and resourceful living, and the school cannot effectively 
discharge this function without deliberate reference to the so- 
ciety in which the children live. It may well be, as some have 
asserted, that the most meaningful living in the present is the 
best preparation for adult responsibilities, but this desirable em- 
phasis on the worth of the present experience of the child in no 
way alters the fact that the ultimate test of the school is what 
it does to prepare the young for life opportunities and respon- 
sibilities. 

Now cultural interpretation and selection are foundational 
in all efforts to prepare the young for competent living. Consider, 
for example, one of the most basic of all the modes of prepara- 
tion in the school—the attempt to equip the young for adult 
responsibilities by helping them to view the present in terms 
of the past from which it has evolved. We misconstrue the na- 
ture of history if we do not recognize that selection among hu- 
man interests and human events plays a central rédle in the 
organization of any program for the study of the past. The 
department of historical studies always has to decide what insti- 
tutions or movements of the present are of such importance that 
the young should devote their time to the study of their develop- 
ment. Moreover, the patterns for the interpretation of historical 
events in any given sphere do not automatically define them- 
selves. The emphasis in the writing of history texts has changed 
profoundly with the growth of secular interests and activities. 
It has also changed now that the democratic struggle of the com- 
mon people against the powers and privileges of aristocratic 
classes has become involved in the world-wide struggle of the 
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liberal-democratic forces against the forces of revolutionary Com- 
munism. What holds in the instance of history also holds for 
the determination of programs to nurture the young in literature, 
science, civics, and the practical and fine arts. Each aspect of 
the work of the school tends to change as the life conditions, 
the problems, and the opportunities of its society change: 

Nor is this process of cultural appraisal and selection ever 
completed in a world in which knowledge grows, and the con- 
ditions of life and the interests of people do not remain fixed. 
The shift from the conditions of pioneer, agrarian America to 
those of industrial-urban America have been accompanied by 
transformations in the length of the school year, in the vast num- 
bers now enrolled in secondary schools and higher educational 
institutions, as well as in the scope and variety of subjects now 
included in the curriculum of the school. The emergence of 
the atomic age is calling for still further revisions in the program 
for the nurture of the young. Education is inextricably involved 
in the developments of its society, for it is in the context of 
these developments that we must undertake to define the kind 
of person we want the immature to become, as well as the par- 
ticular forms of experiencing that are required to nurture this 
type of person. 

Our discussion is grounded, in the fourth place, in the reali- 
zation that the process of cultural interpretation and evaluation 
inherent in the work of the school becomes both more important 
and more complex and difficult in a period of cultural transition. 
By a period of cultural transition is meant a period when changes 
in life conditions have become so fundamental and extensive 
that historic outlooks and practices are no longer competent to 
organize and regulate the group activities upon which the 
existence of a people depends. In such a transitional period the 
re-examination of established norms and institutionalized prac- 
tices becomes imperative, because adults realize that they cannot 
equip the young for life responsibilities if they continue to base 
the program of the school on an inherited system of living that 
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is being progressively undermined by deep moving social forces. 
There is nothing morally or educationally admirable in the reso- 
lution to cling to an historic social system once the postulates of 
that system fail to verify when repeatedly put to the test of group 
action. 

The process of cultural appraisal and interpretation not only 
becomes more important in a period of social transition; it also 
becomes more difficult. This is the case for two reasons. Psycho- 
logically human beings are so constituted that it is not a simple 
matter for them to become objective and critical about the modes 
of life and thought which have molded the very minds through 
which they think and evaluate. But this ability to project more 
adequate patterns of life and allegiance is precisely what is re- 
quired if our schools are to educate, not miseducate, as they at- 
tempt to prepare the young for the new world in which they 
will have to live. 

Nor is the difficulty exclusively intellectual; it is also social 
and practical. ‘The problem is not simply one of developing ade- 
quate new patterns for human living, it is also one of developing 
an informed public opinion that will sift and support plans for 
social reconstruction. The achievement of a new consensus is 
not easy, for the initial phase of a period of social transition is 
generally marked by a decline in the unity of outlook of a peo- 
ple. Social inertia, old habits, as well as the propaganda of vested 
interests prompt many to defend the historic arrangements and 
to resist as subversive all effort to inquire into them and to mod- 
ify them. At the same time, the life needs of the members of 
many groups, who feel themselves threatened by social develop- 
ments, drive them to demand early and drastic action. It is 
within this situation of intellectual uncertainty, and of group 
tension and conflict, that the schools must continue to try to 
nurture the young. It is not surprising that in a democracy, the 
criticism of the public school grows in volume and intensity 
when the unity and the security of the public is disturbed by 
the movement of events. Education becomes confused and un- 
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certain, because the society of which its program is an expres- 
sion is also confused and uncertain. Clarification and agreement 
about the purposes and the content of the school involves a cor- 
relative clarification and agreement about the purposes and the 
patterns of the civilization of which the school is a part. 


§ 1. America is Entering a New Age 


This discussion of education and morals is also grounded 
in the conclusion that our country has entered upon a period of 
transition and revolutionary transformation. For more than a 
generation powerful forces have been operating to change the 
traditional bases of American life. ‘The changes in our own cul- 
ture are part of a larger movement that is being felt in all parts 
of the world. As a result of these developments in the basic con- 
ditions of life, many of our historic postulates no longer verify 
when put to the test of actual experience. We are disturbed as 
a people because so many things have happened and are continu- 
ing to happen which are contrary to the habitual assumptions by 
which we have been trained to interpret and to order our domes- 
tic and foreign affairs. 

Although the pressure of events has forced us to depart in 
actual practice from many of our historic faiths and principles, 
we have not succeeded in developing a new intellectual and 
moral orientation to take the place of the one that is now disinte- 
grating. Having failed to achieve a stable consensus about the 
framework for the America of the future, we are confused, di- 
vided, and uncertain. On the one hand, our command over na- 
ture which has so vastly increased our powers of production 
tends to nurture in us a sense of great, new life possibilities; on 
the other, our precarious control over many of the conditions 
under which we now live, along with our devastating power 
of material and human destruction, breed in us the fear that we 
may be plunged into social disorders and wars that may cul- 
minate in the end of democratic civilization itself. 

Education at all levels is deeply involved in this situation. 
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Since the close of World War I a sharp controversy has been 
carried on by American educators about the implications of 
these changing affairs for the purposes and the program of the 
school. For a time many contended, as we have seen, that the 
crisis in our culture was no concern of the educator as educator. 
They argued that the teacher should attend to his own business, 
the education of the young; that he should stick to his own last, 
the school; and that he should leave the building of a new social 
order, if one were really required, to social experts working in 
codperation with the duly elected members of our federal and 
state governments. But as the crisis has deepened, these voices 
have gradually been stilled. Today it is widely admitted that 
the transformations in our modes of living are so fundamental 
and pervasive that education would become an irrelevance should 
it try to ignore them. Slowly the conviction has grown that the 
American people are entering a new age, and that our schools 
must accept moral responsibility for undertaking to nurture a 
human being prepared to live in this new age—a person no 
longer patterned in the pioneer individualism of a self-sufficient 
agrarian America, but one who is equipped to live in a world 
marked by global interdependence, by control over the energies 
of the atom, by a disturbing and expanding scientific method 
and mentality, and by a more socialized and codperatively 
planned system of democracy. 

Most educators now affirm that the analysis and the descrip- 
tion of the characteristics, the imperatives, the threats, and the 
possibilities of this emerging America is an essential part of the 
educational task. ‘The realization is also growing that the schools 
must educate the young in an altered conception of social wel- 
fare and in a reconstructed pattern of human rights, responsi- 
bilities, and loyalties if they are to be equipped to share in the 
preservation and the further development of our democratic 
civilization. Many now recognize that bold institutional adjust- 
ments are required to resolve the problem of lag in American 
culture. The Research Committee on Social Trends, appointed 
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by President Hoover, described this problem of cultural lag—the 
problem of the uneven rate of change in the interrelated aspects 
of our culture—as the deepest weakness in present-day American 
society. [he Committee declared: 


A nation advances not only by dynamic power, but by and through 
the maintenance of some degree of equilibrium among the moving forces. 
. .. Not all parts of our organization are changing at the same speed or 
at the same time. Some are rapidly moving forward and others are lagging. 
These unequal rates of change in economic life, in government, in educa- 
tion, in science and religion make zones of danger and points of tension. 
It is almost as if the various functions of the body or the parts of an 
automobile were operating at unsynchronized speeds.’ 


Unfortunately, the American people have certain traits 
which tend to complicate the problem of dealing with the lag 
in our culture. We are disposed to welcome change in the mate- 
rial and technological aspects of our culture—indeed, changes 
of this kind are considered in line with progress. We also hold in 
high esteem our scientific discoverers and our mechanical in- 
ventors. On the other hand, we tend to resist change in our 
institutional arrangements, and we are prone to ridicule and to 
condemn those who try to invent more adequate institutional 
means of providing for the human side of our industrial and 
urban civilization. As a consequence it is difficult in this period 
of social transition to achieve a solid consensus that will con- 
sistently support necessary reconstruction In historic institutional 
forms. This problem, of course, is not restricted to the American 
people; it has become the problem of democratic civilization 
everywhere. It is grim truth, not a mere rhetorical phrase, which 
asserts that the fate of mankind is literally at stake in the struggle 
now being waged between the forces of social invention and 
education and the forces that make for cultural lag. 

In their efforts to serve as agencies of social progress in this 
period of acute cultural lag, the schools have encountered oppo- 
sition from repressive groups of both the right and the left. 


*'The Research Committee on Social Trends, Recent Social Trends, Vol. I 
CNew York, McGraw-Hill Book Co., Inc., 1933), p. xiii. 
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Vested interests on the right, making use of their extensive con- 
trol over the press, the radio and other means of public com- 
munication, have waged an incessant campaign of propaganda 
against proposals for institutional reconstruction. The purpose 
of this propaganda has been to make the American people believe 
that our material and cultural progress as well as our basic demo- 
cratic freedoms depend upon the maintenance of the open-mar- 
ket system in which the private owner can adventure for profits, 
unhindered by protective social legislation and the regulative 
agencies of the government. 

Revolutionary groups on the left have also sought through 
the exploitation of the needs of under-privileged groups to sabo- 
tage all efforts at social improvement by means of education, by 
the organization of the major functional groups, and by peace- 
ful, political action. These revolutionary groups—operating: as 
the conspiratorial agents of the world Communist movement— 
have tried to cultivate the defeatist view that the democratic 
state and its related cultural agencies, including public educa- 
tion, are simply the tools of the capitalist owning class, and that 
it is utopian to assume that the needs of the common man 
can be met by reliance upon these traditional means of Ameri- 
can democracy. 

Fortunately, the majority of the American people have re- 
fused to be duped by these two opposed systems of propaganda 
which, although at polar extremes, nevertheless tend to feed 
each other. Most Americans retain their faith in democratic ob- 
jectives and in democratic means, and they realize that new pub- 
lic policies and new institutional forms are required if our 
country is to utilize for the common good its present material, 
technological, and human resources. They refuse to believe that 
America cannot maintain its freedoms and at the same time 
organize an economy able to sustain a high level of production. 
They are aware that the dogmas of laissez faire are repudiated 
in action by the very groups that praise these dogmas in their 
campaigns of propaganda. But the American people have not 
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as yet reached firm conclusions about the implications of these 
economic and social changes, nor have they stably defined the 
directions in which reconstruction should move. 

Of one thing we may be sure: the prospect of the schools 
serving as agencies of enlightenment and human progress at this 
historic turning point in the life of our country would not be 
at all promising were either the reaction of the right or the left 
to gain control. Our democratic theory of public education is in 
deep-seated conflict with both of these obscurantist tendencies. 
If the ways of democracy prevail, the réle of the school will not 
be determined by either of these intolerant and repressive groups. 
It will be determined, instead, by what the great bulk of the 
American people—the parents of the children in the schools— 
really want their schools to do at this time. And the program of 
education that the parents desire for their children will be de- 
termined, in the last analysis, by two factors: by the values they 
cherish, and by the concrete meanings they discern in the altered 
conditions that now confront them. 

We turn, therefore, to an analysis of some of the major 
changes that have taken place in the life conditions of the 
American people. It is in this new America, already in process 
of formation, that the children in the schools will have to live 
and to work out their destinies. Any education fit to be called 
education cannot escape from the honest effort to prepare the 
young to live in this new world. In a very real sense the schools 
of a democratic society must always be oriented to that which 
is coming into existence, for it is in the context of this evolving 
world that the concrete meaning of its basic principle of “the 
greatest good for the greatest number” ever has to be redefined 
and reénacted. 


§ 2. The Dynamic Nature of Contemporary Civilization 


Through the development of experimental science man 
has finally discovered a method of making discoveries, and in 
modern technological procedures he has institutionalized the 


Ii2 EDUCATION AND MORALS 


process of making inventions. As a result of these developments, 
we live in a technological civilization that differs from all others 
in its vastly accelerated rate of social change. Education must 
take due account of the dynamic character of an industrial 
society that is based on science and the systematic application 
of scientific discoveries to its ways of living. Capacity to adjust 
to changing situations is a life imperative in an industrial civili- 
zation. Nowhere has the force of these developments been 
greater than in our own country. In the world of business and 
government, as well as of the universities, the research Jabora- 
tory has become one of our most characteristic institutions. The 
records of the U. S. Patent Office show the effect of this system- 
atic effort to promote the making of inventions. During the five- 
year period of 1851-55 a total of 6,000 patents were granted, 
whereas in the five-year span of 1926-30 the number of pat- 
ents had grown to 219,000. Thus in seventy-five years the rate 
of making inventions had increased more than thirty-six fold. 
The activities of World War II greatly stimulated this effort 
to strengthen the technological and scientific abilities of the 
American people. 

Although much of this interest in invention has been re- 
lated to the improvement of material production, the conse- 
quences of these inventions have spread to all aspects of our 
culture—to life occupations, to the pattern of group relations, 
to modes of communication and transportation, to the organiza- 
tion of business, banking, labor, and agriculture, to government 
and politics, to family life, to recreation and entertainment, to 
art, to education, and to religion. The President's Research Com- 
mittee on Recent Social ‘Trends enumerates 150 different social 
effects of the introduction of the telegraph, the telephone, and 
the radio.” 

It is now clear that it is knowledge, along with “necessity,” 
that is the mother of invention. As knowledge increases and the 


* [bid., pp. 153-56. 


EDUCATION IN A PERIOD OF TRANSITION I13 


intellectual resources of a people are strengthened, the rate of 
inventions is stepped up and a culture becomes more dynamic. 
Professor Whitehead has pointed to the revolutionary implica- 
tions of this accelerated rate of social change for the whole 
human enterprise and particularly the nurture of the young. 


Our sociological theories, our political philosophy, our practical 
maxims of business, our political economy, and our doctrines of education, 
are derived from an unbroken tradition of great thinkers and of practical 
examples, from the age of Plato in the fifth century before Christ, to the 
end of the last century. The whole of this tradition is warped by the vicious 
assumption that each generation will live substantially amid the conditions 
governing the lives of its fathers and will transmit those conditions to 
mould with equal force the lives of its children. 

We are living in the first period of human history for which this 
assumption is false. . . . The note of recurrence dominates the wisdom 
of the past, and still persists in many forms even where explicitly the 
fallacy of its modern application is admitted. ‘The point is that in the past 
the time-span of important change was considerably longer than that of 
a single human life. Thus mankind was trained to adapt itself to fixed 
conditions. But today this time-span is considerably shorter than that of 
human life, and accordingly our training must prepare individuals to face 
a novelty of conditions. But there can be no preparation for the unknown.* 


Although the momentous moral and educational conclu- 
sion that Whitehead draws from the dynamic nature of life 
conditions in an industrial society is essentially sound, it must 
be qualified in certain respects. In the first place, the new rate 
of social change in no way invalidates the historic effort to 
organize a democratic society that will be grounded in an ethic 
which respects the integrity and the worth of human personality. 
In the second place, although it must be admitted that we can- 
not define the future in comprehensive detail, it does not follow 
that we have no understanding of the nature of the world now 
taking form. On the contrary, we can define with considerable 
confidence some of the main features of a new civilization that 
science and technology are bringing into existence. We face 
novelty and uncertainty, but we also face stubborn new condi- 


8 Alfred N. Whitehead, “Introduction,” in Wallace B. Donham, Business 
Adrift (New York, McGraw-Hill Book Co., 1931), pp. xviii-xix. 
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tions of life that have to be taken into account if democratic 
civilization is to survive. The study of these changed life con- 
ditions and their implications for democratic values is an impor- 
tant part of the present human task. Finally, the school has 
shown that there can be a very important “preparation for the 
unknown.” This preparation is achieved not by habituating the 
young to routine behaviors, not by preadjusting them to a fixed 
social situation, but by providing opportunity for them to have 
experience in the actual analysis and resolution of genuine 
problematic life-situations. If the school can help the young 
achieve a perspective from which to interpret changes now tak- 
ing place, and if it can nurture resourceful individuals equipped 
with the methods, the techniques, and the emotional and intel- 
lectual attitudes required to confront and overcome problems as 
they arise, it still has indispensable work to do in the preparation 
of the young to live amid the changing affairs of a dynamic 
society. 

But the foregoing reservations do not touch the main point 
raised by the statement of Professor Whitehead. As he points 
out, man has entered a new order of human affairs—an order 
marked by a dynamism that challenges the historic presupposi- 
tion of “recurrence.” Unless we are willing to repudiate science 
and invention, we must conceive of education as something other 
than the indoctrination of the young in a completed system of 
human living; education must strive to prepare the young to live 
in a world that will be marked by continued research and in- 
vention, by the development of new tools, by changing modes of 
production, and by the novelty and complexity of living con- 
ditions that these scientific and technological forces bring into 
existence. A morality that neither ignores nor deplores the reality 
of change, but which is prepared to make it a part of its life 
outlook, is now a foremost human need.* 

* A masterly analysis of the implications for education of this accelerated 


rate of social change is given by Professor William H. Kilpatrick in his Educa- 
tion for a Changing Civilization. 
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§ 3. The Problem of Human Survival 


A second change in the conditions of human existence is 
no less revolutionary in nature. Throughout human history ter- 
ritorial and cultural groups have relied on war as their ultimate 
resource for the resolution of their conflicts with their neighbors; 
we are entering a period when man, if he is to survive, must 
find an alternative to this ancient institution of war. Two factors 
have operated to bring about this new human situation. Im- 
proved means of transportation and communication have liter- 
ally turned the whole world into a neighborhood. In our closely 
integrated and interdependent world, a war started anywhere 
by anybody may quickly spread to become a world conflict in 
which the whole human race is involved. With the end of hu- 
man isolation, the problem of the organization of conditions for 
human security has become a planetary affair. 

But advances in science and technology have not only 
developed an interdependent world; they have also revolution- 
ized the character of war. We no longer have confidence in any 
attempt to regulate and to humanize war, for war has become 
a total thing. In modern, technological warfare the historic dis- 
tinction between civilian and soldier has been destroyed, and 
entire populations now mobilize their full strength—material, 
technological and human—in the desperate struggle for sheer 
survival. Man’s increasing command over nature has put awe- 
some powers into his hands, including mastery of the energies 
of the atom. Those who know most about the destructive po- 
tentialities of these new weapons are the ones who are most 
deeply disturbed. Scientists have left their benches in the re- 
search laboratories in order to organize educational movements 
to persuade us that there is no real security to be had by an ex- 
clusive military defense against these scientific instruments of 
destruction. They warm in ever more urgent pronouncements 
that we must either develop a system of government competent 
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to organize the world for peace, or be ready to revert to a new 
dark age. 

Unfortunately, a functioning world authority is today a 
human need, not a developed human capacity. The peoples of 
the earth live in and through national states. ‘These nations are 
not simply the ultimate political facts of the present world; they 
are also stubborn economic, cultural and psychological facts. 
Men are creatures of these nation-states. We yearn for security 
through collective means that have supplanted the ways of 
war, but we show by our concrete deeds that our first line of 
allegiance and defense is our own nation, not the system of 
world organization we call the United Nations. We may de- 
plore, but we shall do well not to ignore, the reality of this 
national feeling and attachment. It is the nation—the motherland 
—that breeds the mentalities, the hopes, and the fears that gov- 
ern our lives. We cannot eliminate the role of the nation in the 
psychological and practical life of man merely by declaring 
that modern man is obsolete, and that the day of humanity and 
of world law and government has dawned. 

But neither can we ignore the reality and the horror of 
scientific war in our interdependent world. ‘The creation of the 
new institutions—economic, political, cultural, and military— 
which will make possible the development of a real world organi- 
zation is now the first task of statesmanship. ‘These institutions 
can come only as the peoples of the earth are prepared to codp- 
erate for common ends. The nurturing of the new understand- 
ings, the broader loyalties, the more inclusive sentiments and 
outlooks now defines a crucial part of the work of education. 
World organization requires a new human mentality; education 
working within the context of the various cultures must do its 
part to develop this new mentality. 


§ 4. The Good Life and Our New Powers of Production 


An increased capacity for production is a third character- 
istic of the new world in which we now live. The recent war 
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demonstrated the vast productive potential of our country when 
the efforts of the American people are inspired by common 
purposes. During the first three years of the war we increased 
the total productive plant of our nation by one-half and at the 
same time we doubled the national output of goods and services. 
All of this was accomplished notwithstanding the fact that over 
ten million of the most productive members of our society were 
withdrawn from civilian pursuits and put into the armed forces 
of the country. Since the close of the war we have continued 
to maintain an unprecedented level of production and employ- 
ment; the haunting fear remains, however, that our economy is 
without adequate controls and that we may soon plunge into 
depression and mass unemployment. 

This demonstrated capacity for production calls for a re- 
vision of all former conceptions of what is humanly possible 
and desirable. It marks the beginning of a new day in the life 
of man. Both in industry and in agriculture man is well on the 
way to the solution of the age-old problem of production, provid- 
ing he can organize an economy that can maintain the incentives 
of the worker, and at the same time so administer distribution 
that full employment and a steady consumer demand can be sus- 
tained. Nor is there anything materialistic in emphasizing these 
new productive powers. These powers of production, properly 
organized and directed, can mean increased resources for human 
living. They can be made to provide better homes, better food 
and clothing, more adequate medical care, finer communities 
deliberately planned to serve the ends of human living, and 
ticher educational, recreational, and cultural opportunity for all. 

In previous ages men have dreamed and outlined more 
ideal societies, but always these dreams have broken against the 
stubborn fact of the inability of a community to provide ade- | 
quate life necessities for all of its people. ‘Today these means are 
within the reach of man; so far as production is concerned, it is 
possible to plan for a society that will be free from the coercions 
and the degradations of poverty. The organization of an econ- 
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omy that can make this potential plenty an actual plenty, and 
which will preserve the liberties essential for a humane and 
creative experience, is now an urgent human need. The organ- 
ization of a stably productive America is organically connected 
with the problem of developing a democratic world-order. Only 
an America marked by production and full employment can 
enjoy the unity and strength required to lead in the task of world 
reconstruction. 

Here, again, education has its important rdle on the social 
frontier: it must do its part by attempting to develop the under- 
standings, the desires, the interests, and the attitudes that are the 
human correlatives of a system of codperative, planned produc- 
tion. Neither reactionary nor defeatist movements should be al- 
lowed to deter us from sharing in this task of the democratic 
reconstruction of our historic political and economic system. 
Education should be particularly on its guard against those eco- 
nomic groups who deny in their private practice what they praise 
in their public propaganda—against those who clamor for full 
production through a system of free and unregulated competi- 
tion, but who constantly move in their own sphere of private 
enterprise to control and curb production by a system of monop- 
oly control. 


§ 5. Power Production and Economic Interdependence 


The acceptance of the fact of human interdependence is a 
fourth imperative of our power age. Our new capacity for pro- 
duction has been attained through a division of processes, a 
specialization of functions, and a concentration of power in 
giant industries which have transformed the historic bases of 
American life. Gone never to return is the situation of a century 
ago in which the vast majority of our people enjoyed a rugged 
independence in a society mainly composed of self-sufficient 
farms. This pioneer America also contained a vast frontier of 
rich and undeveloped land—the great domain of the West into 
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which people of the more crowded and settled regions could _ 
move whenever life circumstances made this desirable. 

Today the frontier has disappeared and we live in a closely 
integrated corporate society. In present day America only about 
one-fifth of our people live on farms, and practically all of these 
farms are so specialized in their production they have lost their 
earlier self-sufficiency. For better or worse, life interests are now 
so tied together that human beings are dependent upon one an- 
other for their very existence. Region is dependent upon region, 
farm upon city, city upon farm, and the workers of both farm 
and factory upon the skilled services of professional groups. 
Our interdependence is increasing, not lessening. Today if 
owners choose to shut down their factories, if meat packers re- 
fuse to operate their packing houses, if farmers fail to bring their 
stock, grains, fruits, vegetables, and dairy products to the market, 
if miners refuse to go underground to mine coal, if railroad crews 
refuse to run their trains, if doctors and nurses refuse to care for 
their patients, if teachers stay away from their classes, if police- 
men and firemen leave their posts, the very means of human 
existence and welfare are disrupted. Indeed, the life .activities 
of millions can be upset if the telephone girls abandon their 
switchboards, or the operators of the elevators in apartment and 
office buildings go on strike. In our fragile, interdependent world 
even a heavy snowstorm can plunge the population of a whole 
region into the most serious plight by interrupting the ordinary 
public services of telephone, electricity, sanitation, and trans- 
portation. 

The fact of interdependence will not be denied by anyone 
who is at all acquainted with the network of interrelated activi- 
ties through which modern man lives. We tend to forget, how- 
ever, that we are attempting to operate this corporate and 
functionally coéperative society on the basis of an individualistic 
system of rights, freedoms, and responsibilities that was devel- 
oped in an earlier and simpler social situation—a situation in 
which the individual family was largely a self-sufficient unit 
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and in a position of direct control over the factors that affected 
its food, its shelter, its security, and its opportunity for produc- 
tive employment. In present-day America these fundamentals 
of existence depend upon arrangements that extend far beyond 
the will of the individual, of the single household, or even of 
the local face-to-face community. Whatever controls are now 
exercised over these basic matters are exercised by voluntary 
organizations and by governmental agencies that are literally 
continental in scope. 

Our social and educational policies must take account of 
this shift in the locus of control if American democracy is to con- 
tinue to flourish. Our historic attitude of rugged individualism 
must be supplanted by a socialized mentality that is grounded 
in an adequate recognition of this fact of human interde- 
pendence. Effectual respect for human personality is not shown 
by any social system that in its pattern of operation deprives 
many human beings of their chance to have a part in the produc- 
tive work of their society. Unemployment is a spiritual problem 
as well as an economic problem, and democracy can meet it only 
as it provides economic security and opportunity for all of its 
people. 

As leaders of social and legal thought have indicated, the 
corporate form of property ownership and management—the 
dominant form in industrial America—has split the historic atom 
of property.” It is now possible to own and'profit from that which 
one does not manage or control. ‘This split between power and 
control—between responsibility and function—must be overcome 
if we are to live in a healthy society. Increased socialization of 
these vast productive enterprises is required to make them serve 
the common good. Sincere friends of democracy can differ about 
the forms this socialization should assume, but they cannot differ 
about the urgent need for it. 

Nor can there be any real question that a new form of 


* Adolf Berle and Gardiner Means, The Modern Corporation and Private 
Property (New York, The Macmillan Co., 1933). 
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economic and social power, the power now exercised by the trade 
unions, must also be brought under a greater degree of public 
direction. One can recognize that these organizations of workers 
are a primary resource of democracy at the present time, and yet 
realize that their methods of control and operation need to be 
modified so as to take more adequate account of the life neces- 
sities of a society of interdependent human beings. Fortunately 
many of the younger and abler labor leaders already share this 
point of view. They are prepared to unite with other functional 
groups to create a national system of codperative planning. 

All of the foregoing implies that a new social morality 
which redefines the rights and the responsibilities of both indi- 
vidual human beings, and of voluntary economic organizations, 
is required in this emerging order of associated human living. 
Individuals must not be expected to carry responsibilities which 
presuppose a control over their life affairs which they no longer 
enjoy as isolated individuals or as members of family and neigh- 
borhood groups. Our democratic way of life will not survive if 
the rights of property are held superior to the rights of persons, 
and private owners are protected in historic rights which, under 
the altered conditions of today, place the means of livelihood 
of hundreds of thousands of human beings under the arbitrary 
control of a few individuals. Without a real share in the control 
over the means of their existence, a people cannot be econom- 
ically secure; without economic security a people cannot long 
continue to be culturally and politically free. 

In sum, the historic notion of an automatic, self-adjusting 
economic and social system is an anachronism in the corporate 
life of our industrial society. Neither the economic nor the moral 
results of the practice of laissez faire support the assumption 
that the social good is best cared for in a regime in which each 
individual devotes himself to the relentless pursuit of his own 
gain. [he exploitation and waste of our natural resources—land, 
forest, and mineral; the recurring and deepening crises in our 
unplanned and uncoérdinated economic system; the irrationality 
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of mass unemployment and want in the midst of potential 
plenty; the inadequate provision for health, education, and social 
welfare services; the rural and city slums, the inequalities in 
the distribution of wealth and income—all of these and other 
anti-social results demonstrate that we deceive ourselves when 
we assume there is a pre-established harmony, and that “self- 
love and social are the same.” The extent to which the economic 
foundations of our democracy are already eroded is shown by the 
fact that during a year of the depression one-tenth of one per 
cent of the families at the top received approximately the same 
income as the forty-two per cent of the families at the bottom 
of the scale.® 

In our concrete practices in industry, banking, labor, agri- 
culture, and the various professions, as well as in the expanding 
functions of government, we have already departed in many 
ways from the official doctrines of economic individualism. We 
are handicapped, however, in our effort to deal with the new 
life conditions because we have adopted no alternative over-all 
conception of human welfare. The American people are in 
urgent need of a new social orientation to define the general 
direction in which reconstruction should move, and to serve 
as the moral foundation for the evaluation of specific proposals 
for adjustment. Actually the choice is no longer one of our his- 
toric individualism versus a system of coérdinated control; events 
have already settled that question, for our industrial society can- 
not function without some measure of control. The real issue 
is what forces are to exercise the control, and the scope and the 
purposes of the control. Education has its due part to play in 
the development of this basic social orientation. Without a 
changed conception of human interests, rights, and obligations, 
we cannot bring about by democratic means the required recon- 
struction of our system of economy and government. 


* Report of the Brookings Institution on America’s Capacity to Consume, 
CWashington, D. C. 1934). 
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§ 6. Religious Outlooks and New Life Perspectives 


Some of the foregoing developments have also had an ef- 
fect on the deeper intellectual and moral frames of our civiliza- 
tion. Religion is involved in these developments, for religion is 
an affair of both human reason and faith, and of human vision 
and aspiration. The earlier optimism about the ease with which 
the transition to new life attitudes could be made has disap- 
peared. Many now recognize that the attempt to meet the 
changed situation by dividing human experience into two 
realms—one, scientific and practical; the other, moral and re- 
ligious—has failed. Attitudes and methods used in one sphere 
inevitably expand to pervade the other. Minds that are habitu- 
ated to the presuppositions and methods of experimental science 
do not find that they can abandon these modes of thinking for 
the authority and presuppositions of supernaturalism when it 
comes to the determination of more ultimate meanings. A lead- 
ing theologian has described this change in our mental outlook: 


To call things supernatural is no explanation of them according to 
the modern scientist, for to explain is simply to point out the natural 
connection between phenomena. The new general attitude has become 
so instinctive and so much a part of our world-view that most of us never 
think of interpreting extraordinary any more than ordinary occurrences 
in other than a naturalistic way. Fairies, witches, ghosts, angels and 
demons, once freely assumed to account for all sorts of phenomena, have 
simply dropped out of the mind of the average modern man and no longer 
play a part in his experience. Not that their existence has been disproved, 
but that they have become superfluous.’ 


But mentalities that are hallowed by religious associations 
tend to persist, and today we are not nearly so confident as many 
were a generation ago that religion will soon renew itself by a 
process of internal criticism and adjustment to the intellectual 
and ethical tendencies of the new age. Certain modernists now 
unite with orthodox fundamentalists to deplore the secularist 


” Arthur C. McGiffert, The Rise of Modern Religious Ideas (New York, 
The Macmillan Co., 1915), p. 36. 
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tendencies of a society whole-heartedly committed to the prin- 
ciples of science and democracy. ‘These modernists have learned 
that the growing faith in the power of man to develop his own 
directing moral principles, along with the spread of scientific 
inquiry to all realms of experience, including the realm of hu- 
man personality, morality, and religion, carry far-reaching impli- 
cations for classical religious outlooks. It is becoming increasingly 
apparent that the effort to achieve a new religious orientation in 
harmony with modern habits of thought entails a more drastic 
reconstruction than many had anticipated. Modernists shrink 
from this reconstruction and are involved in deep conflict as 
they seek to reconcile their contradictory outlooks and allegiances. 
Many believe that the new religious orientation will have to 
assume a bolder position. 


The new religious orientation represents a logical extension and 
development of the Judaeo-Christian tradition. It bears somewhat the 
same relationship to modernism that modernism bears to fundamentalism. 
Modernism has departed substantially from the world view, the intellectual 
methods, and the ethical values of the earlier Christian tradition, but it 
has halted halfway in going modern. It accepts science up to a point, but 
it holds on to a considerable number of conceptions which are part and 
parcel of an intellectual system which is no longer authoritative—no 
longer even respectable.* 


It is too early to predict how long the present retreat from 
the methods of science and the values of democracy will con- 
tinue. Much will depend upon the ability of democratic forces 
to rehabilitate our impoverished and war-torn world. For the 
moment the re-assertion of supernaturalism is setting a real prob- 
lem for public education. Deep as may be our regard for the 
spiritual values enshrined in our religious tradition, we should 
not blind ourselves to the reality of the conflict between the 
supernatural elements in that tradition and the empirical atti- 
tudes and principles that permeate so many aspects of present 
human experience. We shall continue to develop intellectually 


® Edward H. Reisner, Faith in An Age of Fact (New York, Farrar and 
Rinehart, 1937), Pp. 5. 


EDUCATION IN A PERIOD OF TRANSITION I25 


and emotionally maladjusted people so long as the total educa- 
tional influences of our culture perpetuate this split between the 
head and the heart—between modern man’s tested methods of 
achieving knowledge and control and his ideal objects of aspira- 
tion, allegiance and devotion. 


§ 7. Education and the Need for a New Orientation 


In the foregoing, we have sought to map some of the major 
value choices that now confront American education. In lit- 
eral truth we live in a transitional period. We inherit a tradition 
of supernatural authority with its closed system of absolute moral 
law; we live in a civilization that is increasingly committed in all 
aspects of its life to the methods and attitudes of science, and 
one which is so dynamic in nature that it compels continuous 
adjustment to novel conditions. We inherit a moral and religious 
tradition that emphasizes the weakness and unworthiness of man 
and his inability through his own effort to discover or do the 
good; we live in a democratic society that makes respect for 
human personality its first principle, and which has faith in the 
principle of self-government and the moral right of a people to 
fashion and refashion the laws, the institutions, and the stand- 
ards that are to direct its activities. Historically, our country has 
followed a policy of security through national means and we are 
still jealous of our national sovereign right to control our own 
destiny; we live in an interdependent world possessed of instru- 
ments of death that make human survival contingent upon 
developing an authoritative world-wide mutual security system 
that will offer mankind a real alternative to the ancient practice 
of war. We have been nurtured in a mentality of scarcity, and 
we have been trained to believe that production is the basic 
problem; science and technology have so transformed the means 
of production that we stand at the threshold of an economy of 
abundance, and the creation of a system of distribution that will 
maintain employment and permit us to use our productive 
powers defines a crucial economic and moral need. Our pioneer 
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experience has bred in us a rugged individualism, a faith in the 
right of private property and enterprise, a trust in the beneficence 
of an automatic self-adjusting economic system, and a fear of 
strong government and the positive state; we live in a corporate, 
technological civilization in which family is dependent upon 
family, occupation upon occupation, farm upon city, city upon 
farm, region upon region, and nation upon nation, and in this 
interdependent world some deliberate form of planning, coér- 
dination and over-all control is a necessity if our democratic way 
of life is to be preserved. 

As one writer has suggested, we have been as a people walk- 
ing backwards for many decades. We have sought to make ad- 
justments to inexorable new conditions behind our backs while 
continuing to hold fast to the old dogmas and slogans. American 
democracy must cease trying to escape the new age; it must 
deliberately confront its problems and seek a new social and 
moral orientation. If education is to play a creative réle during 
this period of transition to the new order of human relationships 
and activities, it must do its part in the development of this 
orientation. The outcome of the struggle of American demo- 
cratic forces to clarify life attitudes, and to develop an informed 
public opinion that will support an adequate program of social 
reconstruction is of world-wide moment, for the United States 
has come out of the war possessed of a power that for at least 
a period is unmatched. ‘The welfare of all humanity is involved 
in the use our country makes of this power and leadership. 


§ 8. Parents and Teachers 


We are convinced that the character of the program of edu- 
cation which the schools will provide during this time of transi- 
tion will be determined ultimately by what American parents 
want for their children. Any effort on the part of a national 
political movement or party to dictate the program for the edu- 
cation of our young would meet with immediate and powerful 
resistance. Much as federal aid is needed to equalize educational 
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opportunity throughout our land, all of its supporters demand 
it be provided in such a manner that the control over the pur- 
poses and the content of the school program will remain with 
the local community. So long as we continue in the democratic 
pattern, we shall strive to keep our schools from becoming mere 
propaganda instruments of the State. 

Much has been written during the recent battle for the 
schools about the responsibility of the teaching profession. Its 
responsibility is very great, particularly in protecting the schools 
from the pressures of reactionary groups that seek to make the 
schools abandon their function of inquiry and evaluation, in 
order that they may serve as the agents of their own interests. 
The teachers, however, can maintain a pioneering réle only as 
they enjoy the confidence and the codperation of the parents. 
Once teachers lose the confidence of the parents of their com- 
munity, there is little that they can do in and of themselves. 
Teachers need a stronger and more ably led professional organi- 
zation, but it is both utopian and undemocratic to assume that 
a powerful teachers’ organization, working separately, can take 
over the direction of the school. The initiative of the teachers can 
prevail only as it is supported by the understanding and the will 
of the parents. A first responsibility of teachers therefore is to 
keep parents informed about what is really involved in contro- 
versies about the school so that they may make wise judgments 
about basic educational policies, as well as about the kind of lay 
leaders that should be chosen to serve on the board of education. 

Fortunately, the teachers in our country do enjoy to a re- 
markable extent the confidence of the parents. ‘The fact that our 
teachers do not constitute a class apart, but come from the very 
groups whose children are in the public schools accounts in part 
for the esteem and support they receive. But the deeper reason 
for public confidence in the teachers is that they have demon- 
strated over the years that they are disinterested—disinterested 
in the sense that their first interest is the welfare of the child. 
It is because parents are convinced that the teachers share their 
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own concern for the well-being and growth of their children that 
they are ready to back them in that which they seek to do. This 
confidence of the public is well-earned, for teachers on the whole 
have never tried to manipulate the young for ulterior sectarian 
purposes of their own. Through lack of adequate organization, 
teachers have failed, on occasion, to resist the demands of noisy 
minority groups, but even in these situations the parents have 
understood that the teacher's first loyalty has been to the chil- 
dren, not to those who would exploit them. 

But the welfare of the child does not automatically define 
itself. Here again American education has been supported by a 
splendid tradition. From the beginning, our schools have been 
on the side of inquiry and knowledge, not of suppression and 
ignorance. The work of teachers has been supported by the 
faith of the American people in intelligence, by their convic- 
tion that the welfare of the individual in the long run is bound 
in with an educational process that is concerned to develop his 
understanding, his power to choose, and his power to evaluate 
critically that which results from the choices that he makes. 
It should not be too difficult, if educators go about it in the right 
way, to put any special group—patriotic, economic, ecclesiastical, 
or political—on the defensive whenever it seeks to dominate the 
school in order to prevent it from helping the young to under- 
stand the characteristics of the world in which they live. The 
right of the child to learn, and to come to know through that 
which he learns, is a right that parents are prepared to support 
whenever they are convinced this right is being subordinated 
by pressure groups more concerned about their own special in- 
terests than they are about the welfare of children. 

The right to inquire and to analyze are basic rights, but 
candor demands that we point out that all inquiry into a culture 
has its standards of importance and relevance, and that all analy- 
sis necessarily involves emphasis. Indeed, it is no exaggeration 
to state that analysis is emphasis. This can easily be demonstrated 
by the discussion of this chapter in which we have sought to 
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focus attention on basic characteristics of present-day American 
civilization. Our analysis has involved selection. It has also in- 
volved interpretation. We have emphasized, for example, the 
interdependent character of our industrial civilization, and we 
have also emphasized the anarchy and insecurity that result 
from seeking to operate this new society by reliance on individ- 
ualistic outlooks and practices that are the product of earlier 
pioneer, agrarian America. Others with different interests and 
values can and do make a different kind of analysis. Some of 
them, for example, call attention to the expansion of the func- 
tions and controls of government, and they contend that it is 
the interference with the natural law of supply and demand 
by a government bureaucracy that constitutes the present men- 
ace. Still others take quite a different point of view. They assert 
that our troubles are due to the moral failures of individuals and 
that these troubles will disappear if individuals will cleanse their 
hearts and learn to love their fellow men. Parents must recognize 
that no educational discussion, either by textbook or by teacher, 
can ever be free from these historic and social presuppositions. 
Whatever objectivity in teaching may mean, it cannot mean the 
absence of values and a point of view. ‘These are operative in 
each and every effort to introduce the young to our ways of 
living. 

Obviously, it is important to give the young, with due re- 
gard for different age levels, a chance to know of these alterna- 
tive and conflicting points of view. It is this which distinguishes 
democratic from authoritarian systems of education. But educa- 
tion is something more than the mere multiplication of alterna- 
tive ways of considering a problem. Education, in order to be 
education, has to accept responsibility for helping the young to 
perceive which of the various factors involved in a situation are 
really crucial. Even when it seeks, as democratic education 
should, to encourage the child to make his own analyses and 
emphases, it still has to distinguish the superior from the in- 
ferior—the grounded from the ungrounded—in these interpreta- 
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tions worked out by the pupil. Values necessarily pervade the 
intellectual and educational processes of man. They cannot be 
extruded from any study—anthropological, historical, economic, 
political, sociological, psychological, ethical, or religious—of 
human affairs. 

But in a democracy we are committed not only to the life 
of intelligence, we are also committed to the principles of a 
social system that respects all human beings and that aims at 
real equality of opportunity. Indeed, we believe that the free 
life of intelligence is dependent upon the maintenance of this 
kind of social system. In other words, education in and for de- 
mocracy is education in and for a system of living that has its 
basic pattern of values. Consider, for example, the problem of 
race relations in the United States. Democratic education today 
must do more than merely call attention to the practices of dis- 
crimination and segregation which mark and mar American 
culture; it must also nurture in the young a basic moral disposi- 
tion and outlook with which to view and judge these discrim- 
inations. No school that is committed to democracy will organize 
its classrooms, its laboratories, its social affairs, its athletic con- 
tests, or its recreational programs, so as to deepen these attitudes 
of discrimination. On the contrary, it will do what it can, taking 
due account of existing mores, to weaken and to eliminate them. 

In a period of transition parents and teachers must examine 
the bearing of historic American attitudes and practices on this 
foundational system of democratic values. It is from the stand- 
point of these democratic values that they must decide the 
nature of the problems that now press for solution. It is also 
from the perspective of these same values that they must define 
the characteristics of what will be accepted as solutions to these 
problems. It is in terms of this program of democratic living 
that we should seek to define the life attitudes and habits which 
are to characterize the young as they enter upon their life respon- 
sibilities in the new world that is in process of formation. Only 
as parents and teachers can codperate in explorations of this 
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searching kind can we expect to have a school that will help 
meet the needs of our democratic way of life. 

In the second part of this book we shall undertake a more 
detailed analysis of a number of these problems of value and 
education. Our discussion will necessarily have to be selective. 
It will attempt to deal frankly with some of the most funda- 
mental and controversial issues before American education. 
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and the Values of 


Democratic Civilization 
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GAR ie Resvit 


The Morality of Primary Experience 


ROM the standpoint of morals, the deepest cleavage in edu- 

cation is between those programs of education that regard 
human beings as ends in themselves, and those that regard them 
as mere means for the preservation or the promotion of some 
favored institution or fixed system of life and thought. The 
morality of democracy is distinguished from that of all authori- 
tarian systems precisely because it is grounded in this principle 
of the dignity and worth of each human being. Our discussion 
of education frankly adopts this democratic point of view. It is 
concerned not with the demonstration of the superiority of the 
democratic way of life, but rather with the implications of its 
values for the conduct of education at this time. 

As we view it, the democratic pattern is opposed to all ex- 
ploitive systems that are organized to train the young in a pre- 
determined réle. It matters not whether the rdle be that of a 
subject for the established state, a conscript for the armed forces 
of a nation, a bearer of children for the fatherland, a serf bound 
to the land of his lord, a mere hand in the factory, or a disci- 
plined agent of a totalitarian system of world-revolution. Educa- 
tional programs of this sort are undemocratic, not simply because 
they are designed to perpetuate an inequitable economic and 
political system, but because they are also deliberately constructed 
to train the immature as animals, not to nurture and liberate 
their full potentialities as human beings. An educational program 
manifests respect for the individual as an end in himself only 
as it is committed to the development of his ability to think. 
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Without respect for the mind of the individual, there can be no 
adequate respect for human personality. 


§ 1. Deliberate Education and the Ethic of Democracy 


The democratic criterion has far-reaching educational im- 
plications. Not all of the educational programs that profess al- 
legiance to the supreme worth of human personality measure up 
in their practices to this avowed democratic standard. A school 
may even be a “child-centered” school, yet fail to manifest this 
basic respect for the child. If a school construes the pedagogical 
doctrine of “interest” to imply approval of mere impulsive or 
random activity on the part of pupils, rather than the effort to 
secure their whole-hearted participation in activities that enrich 
meaning and increase their capacity for control of life-affairs, 
its program is not really in accord with the democratic concep- 
tion. We show respect for the child in the school, not by in- 
dulging or coddling him, but by enlisting him in significant 
undertakings that result in the development of his resourceful- 
ness as a human being. 

Even programs of so-called “moral education” fail, at times, 
to exhibit this regard for the nurture of intelligence which is an 
essential part of any educational program that has genuine re- 
spect for the individual human being. Whenever concern for a 
“revealed” code prompts those who serve as its trustees to try to 
transmit the code by a process of indoctrination that involyes 
the withholding of pertinent knowledge, the young are not 
treated as ends in themselves. To treat a child as an end, means 
so to conduct his education that he will progressively grow in 
his ability to make up his own mind about that which he shall 
believe, and about that which is to be considered worthy of his 
allegiance. Measured by this standard, alleged interest in the ulti- 
mate welfare or future salvation of the child does not give 
adults the right to deprive him of the opportunity to develop a 
mind of his own. One of the deplorable features in the present 
confused situation is that certain groups, purporting to have the 
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spiritual interests of man at heart, are trying to impose special 
programs of “moral education” on the public school that actually 
involve an abridgement of the processes of historical and critical 
study. There is nothing “spiritual” about suppression, and it is 
difficult to see how the moral life of a democratic community 
will be strengthened by a program of “moral education” that 
strives to keep the young in ignorance about any aspect of hu- 
man experience. A faith that fears knowledge cannot be counted 
on the side of the forces that are working to develop a demo- 
cratic civilization based on respect for all men. 

Nor are those groups who desire to indoctrinate the young 
in outmoded historic outlooks and institutionalized practices, the 
only ones who offend in these matters. Revolutionary groups 
may also organize authoritarian programs for social change that 
fail to measure up to the searching democratic criterion of re- 
spect for human personality. Leaders of movements for revolu- 
tionary change may proclaim that their aim is the welfare of 
the masses, but whenever they try to win their adherents, not 
by persuasion based on enlightenment, but by a process of dis- 
guised manipulation, they do not manifest this basic regard for 
the worth of the individual human being. Any program of edu- 
cation ceases to treat individuals as ends in themselves once its 
concern about a particular social outcome or goal—revolutionary 
or reactionary—overrides its desire to provide people with the 
knowledge they must have if they are to be in a position to 
evaluate the cause to which they are invited to commit their 
lives. So far as democratic educational values are concerned, a 
program of animal training remains a program of animal train- 
ing, irrespective of whether it is organized to breed militant 
warriors for a new social order, or to train docile defenders of the 
status quo. 

In brief, democratic education believes in the nurture of 
human personality. It holds that the nurture of human per- 
sonality involves as its very essence the nurture of mind, and 
that the nurture of mind is incompatible with any attempt 
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to inculcate beliefs and attitudes by a process that involves the 
deliberate withholding of knowledge. Such a process of suppres- 
sion and indoctrination can breed a “mind in the individual,” 
but it cannot nurture “individual mind’—the kind of mind a 
person must have if he is to be equipped to carry on his own 
education. We cultivate individual minds only as we nurture 
individuals who have the capacity for moral responsibility; that 
is, the capacity to codperate in the development of life purposes 
as well as the capacity to evaluate the consequences that flow 
from their life activities. Any program of education that is com- 
mitted to the development of individual minds is democratic in 
character—it necessarily has regard for the capacity of men to 
inquire, to evaluate, and to take responsibility for their own 
actions. Similarly, any program of education that seeks to re- 
strict the development of mind is undemocratic in nature, no 
matter how much it may profess to believe in the worth and 
dignity of human personality. Such a program fails to satisfy 
the basic moral criterion of democracy, namely, that individual 
human beings be treated not as mere means, but as ends in 
themselves. 


§ 2. The School and the Cultivation of Mind 


Deliberate education, like all other purposeful human un- 
dertakings, is an affair of means as well as of ends. Unless our 
educational means are suited to our ends, we will not get the 
results in the lives of the young that we really intend. Even 
among educators who wholeheartedly accept the democratic con- 
ception that the development of personality through the nurture 
of mind is the supreme educational objective, there remain sharp 
differences about the kind of school program required to achieve 
this moral objective. ‘These differences relate to both the method 
and the content of the educational program. ‘They grow out of 
conflicting views of the nature of mind and of the process by 
which mind develops in the young. Associated with these dif- 
ferent theories of mind are different conceptions of the nature 
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and method of reflection, and of the relation of reflective think- 
ing to the events of primary experience. 

The adherents of the “old” and of the “new” education 
both affirm that education is a discipline of mind, but their 
respective views of how mind is to be disciplined, or cultivated, 
vary enormously. The “traditionalists” assert that mind is best 
trained through a process of formal discipline, and many of 
them are in accord with the declaration of President Hutchins 
that the school should leave “experience to other institutions and 
influences and emphasize in education the contribution that it 
is supremely fitted to make, the intellectual training of the 
young. * The “new” educationalists, however, have a very dif- 
ferent view of the educational need. ‘They contend that mind 
is developed in and through significant functioning in life situ- 
ations, and that the program of the school therefore must pro- 
vide opportunity for primary experience—that is, for rich and 
varied interactions with the world of persons and things. 

Obviously, differences about the means of education as 
fundamental as those that divide the traditionalists from the 
new educationists, or the experimentalists, are more than mere 
pedagogical differences; they necessarily extend beyond matters 
of pedagogy to basic differences in conception of what is desira- 
ble in education. In a real sense this controversy about educa- 
tional methods and purposes is a moral controversy; it is 
grounded in conflicting interpretations of the intellectual and 
moral nature of man, and in rival views of the means by which 
the most distinctive human attributes are developed in the 
young. 

This controversy about the nature of mind and the best 
means for its nurture has its special significance for education 
in a democratic society. The democratic mode of human living 
presupposes a society whose members are equipped to share 
creatively—intellectually—in both the formulation and the evalu- 


* Robert M. Hutchins, The Higher Learning in America (New Haven, 
Yale University Press, 1936), p. 69. 
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ation of the common ways of living. Education for the growth 
and the liberation of mind is therefore a basic value in a demo- 
cratic civilization. Hence in the enterprise of democratic educa- 
tion, no problem has more fundamental moral implications than 
the determination of the means by which the school shall ac- 
complish its intellectual task. In a democracy, one of the most 
searching questions to be raised about any particular educational 
program is the conception of mind imbedded in it. Intelligence 
may not be the sole ground of morality, but without intelligence 
men do not become responsible moral agents. 

Thus the place given to primary experience in the program 
of the new education signifies something more fundamental than 
the mere introduction of a new pedagogical device into the work 
of the school. It really signifies a new moral approach to the 
nurture of the young, for this emphasis on primary experience 
is associated with a reconstructed functional theory of mind. 
Indeed, the deepest meaning of the new educational movement 
lies in its effort to develop an educational practice that is in 
harmony with this functional conception of mind—a conception 
that accepts without discount the evidence and the perspectives 
of organic evolution. 


§ 3. Experience and Meaning 


For those who accept the evolutionary account of the gene- 
sis of man, it is evident that man must have been a creature of 
action and feeling long before he achieved the capacity for 
reflective thought. Nor can an empirical thinker today seek to 
explain the development of mind by resort to the historic mind- 
body dualism. The evolutionary conception, for example, has 
bred an outlook and a mode of interpeting human personality 
which has dissolved the very foundations of the dualistic presup- 
position inherent in the following account by T. H. Green: 

It will be found, we believe, that this apparent state of the case can 


only be explained by supposing that in the growth of our experience, in 
the process of our learning to know the world, an animal organism, which 
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has its history in time, gradually becomes the vehicle of an eternally 
complete consciousness. What we call our mental history is not a history 
of this consciousness, which in itself can have no history, but a history 
of the process by which the animal organism becomes its vehicle.’ 


For the evolutionist, “the history of the process by which 
the animal organism becomes the vehicle of mind” is not the 
story of “an eternally complete consciousness’ descending from 
some transcendental realm in order to make its abode in a human 
organism; it is rather the record of the manner in which the 
sentient organism becomes progressively aware of its own in- 
terests, and of the principles implicit in the habits which regu- 
late its interactions with its surroundings. The transformation 
of the habit patterns of the living creature into the consciously 
purposeful activities of the human person is a great transforma- 
tion, and we properly celebrate the rédle of symbols in making 
possible this transformation, for it is this evolutionary develop- 
ment which marks the emergence of mind. But the world of 
symbols is not an independent, self-sufficient world; nor is the 
realm of mind a realm of rational principles and concepts un- 
related to the doings and the undergoings of ordinary experi- 
ence. On the contrary, symbols have intellectual significance 
precisely because they do represent—symbolize—the values of 
things and organic acts in the world of natural existences. It is 
only as these verbal forms preserve for a human group that 
which it has learned about the way in which things are actually 
involved in one another, that they become charged with mean- 
ing. Symbols are important in the development of mind because 
they convey to man the import of things that are other than 
symbols. Words—oral or written—have no intellectual signifi- 
cance whatsoever apart from these life contexts. 

Thus, if we accept the evolutionary point of view, we must 
recognize that things are prior to symbols or words, and that 
activities are prior to meanings. Nor is the priority merely chron- 


*'T. H. Green, Prolegomena to Ethics, Fifth Edition (Oxford, England, 
Oxford University Press, 1907), pp. 77-78. 
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ological in nature, behavioral adjustments to surroundings not 
only come earlier than language and thought, they also consti- 
tute the matrix from within which all conceptions of relation- 
ships, or meanings, are developed. Conscious or cognitive 
experience is a derived mode of experiencing; it is sourced in the 
doings, the undergoings, the sufferings and the enjoyments of 
primary experience, and its ultimate controls and tests are also 
provided by the events of primary experience. No matter how 
deep our respect for the life of reason, we do not serve the ends 
of reason when we attempt to make it a thing in and of itself. 
The life of reason has its vital continuities with the life of action 
and feeling, and although there is a sound basis for our high 
regard for the transformations wrought in experience by the de- 
velopment in man of the capacity for reflective thought, we 
should never assume that reason can become the source of its 
own subject-matter. The process of human thought is indeed 
a distinctive kind of functioning, but it is nevertheless a form 
of human functioning, and like all other functionings of the 
living creature it is carried on by means of an environment. 
Apart from some context of ordinary human experience, the 
activity we designate as mind or reason does not occur. 

This non-dualistic, functional theory of mind has impor- 
tant consequences for the work of education. Indeed, the evo- 
lutionary interpretation cuts the ground from beneath all of those 
educational practices that assume mind is an inborn essence that 
unfolds according to its own pre-formed and rational principles. 
The empirical evidence has never corroborated this doctrine of 
a universal, inborn mind; it has always supported the view that 
minds are the kind of affairs that are conditioned by particular 
cultures, and that they reflect the actual life experiences of the 
individuals who live in these different cultures. And with the 
development of an evolutionary, functional view of mind we 
are rapidly growing in the ability to provide an empirical ex- 
planation for those mental phenomena which were long supposed 
to demand a dualistic theory to account for them. Educators 
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concerned to develop a program of education in harmony with 
modern thought and knowledge, will not continue to ground 
their activity in a view which assumes that mind is an inborn 
latency that unfolds in its own predetermined way irrespective 
of the life history of the individual human being. Fortunately, 
there is a growing tendency in education to recognize that we 
can understand the life and the mind of a child only as we 
understand the character of the surroundings in which he lives. 

Nor does the faculty theory of mind with its reliance on 
formal discipline as the preferred mode of educational prepara- 
tion rest on more defensible foundations. ‘The experimental data 
do not justify the educational claims made for this theory, and 
its basic assumption that mind is a substance is obviously an 
inheritance from the transcendental, dualistic conception of an 
earlier philosophical outlook. Neither the findings of science nor 
everyday human experience support these preconceptions. Our 
modes of thinking and intellectual mastery are conditioned by 
our modes of experiencing:—the sailor is at home on the sea, 
the farmer on his land, the artisan with his tools and materials, 
the research scientist with his techniques and his special subject- 
matter of inquiry, the statesman with the affairs of the world 
of politics, and the artist with his paints and brushes. There is 
no universal subject-matter and no single form of training that 
can develop competency in all of these different fields apart 
from actual experience in them. What we know about the con- 
ditions for the “transfer” or “spread” of training, would seem to 
indicate that a process of exclusive concentration on the manipu- 
lation of symbols, would be one of the least promising of all 
possible educational practices for the development of the intel- 
lectually mature and resourceful human being. 


§ 4. Experiment and Meaning 


These evolutionary interpretations of the nature of experi- 
ence and of the significance and patterns of intellectual activity 
are confirmed and enriched by an analysis of the procedures 
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of experimental science. We owe much to the pioneer studies 
of Charles Sanders Peirce in the nature of the pattern of thought 
implicit in the procedures of modern science. In his discussion 
of the characteristics of the mind that has been molded by scien- 
tific practice, Peirce declares that whenever you have discourse 
with a typical experimentalist, “you will find that whatever as- 
sertion you make to him, he will understand as meaning that 
if a given prescription for an experiment ever can be and ever 
is carried out in an act, an experience of a given description 
will result, or else he will see no sense at all in what you say.” ® 

In this statement, Peirce contends that a significant idea is 
always an “assertion” or a “proposition” about some determinate 
situation or subject-matter. He holds that an assertion, an hy- 
pothesis, a proposition, or an idea, has a dual function. On the 
one hand, it prescribes an experiment or an act to be tried out; 
on the other, it describes an experience or a condition that will 
follow when the idea—the meaning—is put to the test of action. 
Thus an idea or a meaning is at one and the same time a plan 
for an action to be performed, and a prediction of a result. 

An idea is therefore intrinsically prospective in character: 
it asserts that if these definite things are done, these definite 
results will follow. The having of an idea, or the making of an 
assertion also involves the making of inferences—that is, present 
and given things are taken as the signs of future and absent 
things. In other words, thinking is a process in which given 
things are taken as the ground, the evidence, or the sign, of 
future things, or occurrences. Without the use of things as 
signs, no mind, for mind denotes the ability to use present and 
given things as reliable indicators of future and possible things. 

But these conceived or projected possibilities can be tested 
and turned into actualities only by the means of action. An idea 
is therefore not only an expectation of a result; it is also a defined 

* Charles Hartshorne and Paul Weiss, Collected Papers of Charles 
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plan of treating or acting on certain materials or conditions in 
order to bring an anticipated result, or consequence, into exist- 
ence. Hence our statements make sense—they are possessed of 
significant meaning—only as we are aware of what they signify 
for action. Without this reference to behavior, or experience, a 
statement is a verbalism; it is void of genuine intellectual 
significance. 

In his article, Peirce generalizes this insight into what has 
come to be known as the operational theory of concepts. He 
contends that for a mind disciplined in the practices of experi- 
mental inquiry, the meaning of a concept—the rational purport 
of any term or proposition, lies exactly in its “bearing upon the 
conduct of life.” He states: 

Endeavoring, as a man of that type naturally would, to formulate 
what he so approved, he framed the theory that a conception, that is, 
the rational purport of a word or other expression, lies exclusively in its 
conceivable bearing upon the conduct of life; so that, since obviously 
nothing that might not result from experiment can have any direct bearing 
upon conduct, if one can define accurately all the conceivable experimental 
phenomena which the denial or the affirmation of a concept could imply, 
one would have therein a complete definition of the concept, and there 
is absolutely nothing more in it.* 

The great merit of this operational theory of the nature of 
a concept is that it brings together into a codperative partner- 
ship two factors—“sensory experience” and “reason’—that our 
tival traditions of empiricism and a priori rationalism have 
tended to separate and to oppose to each other. In the operations 
of experimental inquiry the subject-matters of ordinary experi- 
ence and the world of meaning, made possible by the develop- 
ment of concepts, are shown to have dynamic continuity. 
Experiment is action within the context of some empirical sub- 
ject-matter, but it is also action that is guided by an idea. The 
idea, or hypothesis, is the product of both knowledge and obser- 
vation. It originates as a possible response to the observed char- 
acteristics of the problematic or doubtful situation, it is elaborated 
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and refined in imagination by the utilization of concepts and 
meanings developed in previous experience, and it is ultimately 
either rejected, or put to the test of overt behavior. 

Experimental activity is thus not mere random physical 
manipulation of things; neither is it a self-enclosed process of 
ratiocination. It is reflective activity—a controlled procedure in 
which inferences are made by the disciplined use of observation 
and reason—by use of the companion processes of induction and 
deduction. We think, only as we think experimentally, that is, 
in terms of actions to be performed. Meanings or concepts are 
functional in nature. They are primarily properties of behavior, 
and, by extension, they become properties of things that have 
become known through having been subjected to experimental 
treatment. We may be said to know things when we can pre- 
dict the manner in which they will behave—that is, the effects 
or consequences they will produce when brought into specified 
connections with other things. All meanings are meanings of— 
we have the meaning of a thing or a situation, not when we 
have simply memorized the name by which it is designated, but 
when we know what to expect of it, how to behave with ref- 
erence to it, and what can be done with it. 

The educational implications of this functional, or opera- 
tional, interpretation of meaning are fundamental. In order to 
communicate a meaning to a child, it is necessary to do more 
than to put a sound into his ear, or to get him to learn how to 
spell or pronounce a word, or to read a sentence. Words are not 
ideas, or meanings. ‘These verbal forms or terms have their ref- 
erents in the behaviors of things and persons; we grasp their 
intellectual significance only as we acquire an appreciation of 
the concrete conditions and behaviors for which they stand. 

Unless we are to burden the young with meaningless catch- 
phrases—sheer verbalisms—that may deaden their intellectual 
perceptions and weaken their capacity for thought, we must 
provide them with the experiences that will communicate the 
life significance of that which they are expected to learn from 
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oral and printed sources. As the modes of living and making a 
living in our present-day industrial civilization tend to lessen the 
opportunity of the young for direct participation in the life activi- 
ties of their society, the obligation of the school to provide a 
program of rich and varied primary experience becomes ever 
more urgent. 

These primary activities of observing, manipulating, doing, 
exploring, and making, as well as the opportunity for pupils to 
coéperate in significant life projects, are not made a part of the 
work of the school because educators want to relieve children 
of the rigorous demands and disciplines of the life of intelligence. 
On the contrary, these experiences are now provided in the cur- 
riculum of the school, because in contemporary industrial so- 
ciety they have been so largely subtracted from the life the 
young now lead outside the school. The crucial point is that 
without this body of primary experiences, we simply do not 
have the conditions essential to the growth of meanings—of 
mind. Nothing is deeper in the life of the person than his char- 
acteristic ways of responding to conditions and people, and no 
education meets the moral test which fails to provide for this 
medium of primary experience in and through which immature 
human beings achieve the modes of their personhood. Experi- 
ence is the ultimate source of human competence and intellec- 
tual authority; a school that fails to provide these primary 
conditions for the growth of mind is immoral—it fails to treat 
children as ends in themselves. 


§5. Dewey's View of Activity and The Nurture of Mind 


Respect for the child and concern for his present happi- 
ness and welfare were undoubtedly important considerations in 
the minds of those who led in the development of the experience, 
or activity, curriculum. Scientific study of child behavior had 
demonstrated that children, with their restless and abundant 
energy, have a more satisfying experience when they are engaged 
in purposeful, group activities, than when they are isolated, 
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confined to fixed seats, and subjected to endless routines of drill 
and memorization in a formal school situation in which study 
and learning are measured by the ability of the child to re- 
cite assigned lessons in prescribed textbooks, and the good pupil 
is defined as the docile child who adjusts to the fixed regimen 
of the classroom without making trouble for the teacher. But 
deep as was their concern for the present happiness and welfare 
of the child, the pioneers in the activity curriculum were fully 
aware that these more immediately satisfying experiences would 
be gained at too dear a cost if they were attained by the sacrifice 
of his deeper intellectual needs and potentialities. Nor did the 
emphasis on the all-round growth of the child—emotional, social, 
and moral, as well as intellectual—imply that the development 
of the intellectual powers were not primary in the new educa- 
tion. ‘This emphasis on the primacy of thought in the nurture 


of the young has been expressed by Dr. Dewey. 


The sole direct path to enduring improvement in the methods of 
instruction and learning consists in centering upon the conditions which 
exact, promote, and test thinking. ‘Thinking is the method of intelligent 
learning, of learning that employs and rewards mind. . . . Processes of 
instruction are unified in the degree in which they center in the production 
of good habits of thinking. While we may speak, without error, of the 
method of thought, the important thing is that thinking is the method 
of an educative experience. The essentials of method are therefore iden- 
tical with the essentials of reflection.® 


The moral insistence of the new education that we cease 
viewing childhood as a mere preparation for a remote future 
and seek instead a school that would increase the meaning of 
present experience, was not the product of indifference to the 
demands of adult life; it was rather a product of the insight that 
the best possible preparation for the future is found in the most 
significant living in the present. This conviction, of course, is 
the correlative of the faith that a satisfying and rich experience 
in the present necessarily involves growth in meaning—in mind. 


° John Dewey, Democracy and Education (New York, The Macmillan 
Co., 1916), pp. 179-80. 
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Nor were the educational views of the founders of the 
activity curriculum the result of a lack of appreciation of the 
intellectual and moral worth of the social heritage. ‘Their con- 
ception of the social genesis of human personality necessarily 
points in another direction. The pioneers in the philosophy and 
psychology of the new education believe that the child literally 
learns his distinctively human attributes by virtue of his mem- 
bership in a human society. It was Dewey, not a traditionalist 
in education, who wrote: 


It is of grace not of ourselves that we lead civilized lives. There is 
sound sense in the old pagan notion that gratitude is the root of all virtue. 
Loyalty to whatever in the established environment makes a life of ex- 
cellence possible is the beginning of all progress. ‘The best we can accom- 
plish for posterity is to transmit unimpaired and with some increment of 
meaning the environment that makes it possible to maintain the habits 
of decent and refined life.® 


No one with this regard for the réle of culture in the nur- 
ture of human beings, could have been uncertain about the 
importance of providing opportunity in the life of the school 
for the young to learn that which man has achieved through all 
that he has undergone, suffered and enjoyed. As a matter of 
fact, it was concern for cultural and intellectual values, not 
indifference to them, that led Dewey to experiment with an 
activity, or experience, curriculum. He was searching for a 
theory and practice of education that would take account of 
revolutionary developments in the intellectual and moral out- 
look of modern man. 

He perceived, first, that any thorough-going adoption of 
the evolutionary point of view involved a reconstruction of the 
classical view of the nature of human experience and the nature 
of man. When human experience is viewed as “certain modes 
of interaction, of correlation, of natural objects among which 
the organism happens, so to say, to be one,” it has no place for 


* John Dewey, Human Nature and Conduct (New York, Henry Holt and 
Co., 1922), p. 21. 
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the earlier dualistic assumption “that experience centers in, or 
gathers about, or proceeds from a center or subject which is out- 
side the course of natural existence, and set over against it: it 
being of no importance, for present purposes, whether this anti- 
thetical subject is termed soul, or spirit, or mind, or ego, or 
consciousness, or just knower or knowing subject.” * 

Once this dualistic view of human experience and mind is 
abandoned, the conception of knowledge as the view of a “spec- 
tator” must also be discarded. We gain knowledge not by making 
a photograph, or a copy, of an external object. If meanings, as 
Peirce had aflirmed, are intrinsically operational in nature, 
Dewey perceived the assumption that there can be knowledge 
by immediate acquaintance, by a mere process of beholding, or 
by sheer intuition, was untenable. We gain knowledge not by 
gazing at things, but by having interactions with them, and by 
discovering the connections they sustain to other things. Knowl- 
edge is acquired through experience, and experience is not a 
process in which a subjective mind beholds or intuits an external 
world; it is, as Dewey has emphasized, an active process of doing 
and undergoing—a process in which we do things to the en- 
vironment and the environment reacts on us, and we make 
connections between that which we do and that which we 
undergo. In other words, we get knowledge in and through 
activity, and without activity there is no acquisition of knowl- 
edge. 

Dewey also recognized that a dynamic conception of learn- 
ing was involved in this functional view of experience and 
meaning. We learn as we experience—as we have interactions or 
transactions with our environment. Habits and attitudes are in- 
evitably developed as we experience and adjust to the qualities 
of the diversified affairs that constitute the environment. But 
although learning is involved in all experiencing, not all learn- 
ing is of the kind that results in the apprehension of meaning, 


“John Dewey, Creative Intelligence (New York, Henee Holt and Co., 
1917), PP- 39, 37: 
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and in the growth of mind. Activity becomes meaningful—intel- 
lectually significant—only as we consciously apprehend and re- 
tain the connections between that which we do and that which 
happens as a result of what we do. 


If it be true that the self or subject of experience is part and parcel 
of the course of events, it follows that the self becomes a knower. It 
becomes a mind in virtue of the distinctive way of partaking in the course 
of events. The significant distinction is no longer between the knower 
and the world; it is between different ways of being in and of the move- 


ment of things, between a brute physical way and a purposive, intelligent 


way. 


The meaning of freedom resides in this distinction between 
experience as brute, physical involvement in “the movement of 
things,” and experience as a purposive, intelligent way of inter- 
acting with the course of events. Obviously this distinction is 
foundational in Dewey’s conception of the relation of thought to 
activity. Our acts are free, not simply because they are not under 
constraint from others, but because they are becoming intelli- 
gent. They become intelligent as they grow in their grasp of 
meanings. We become free as we learn to think. And the heart 
of thinking is the capacity to make inferences that enlarge our 
ability to control events in the interests of human well-being. 
There can be no growth of freedom without activity, because 
there can be no growth of mind without activity. But there can 
be a type of activity that does not result in the significant en- 
richment of meaning. We grow in the knowledge that means 
power to do—freedom—only as we use our experiences, our activi- 
ties, to form reasonable expectations. We grow in our capacity 
to form reasonable expectations as we grow in our ability to 
use given conditions as signs of future consequences and to 
control our behavior in accordance with these forecasts of future 
occurrences. 

Utilizing these conceptions of the nature of experience 
and of the relation of knowing—cognitive experience—to the 
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doings and the undergoings, the sufferings and the enjoyments, 
the attractions and the aversions, the loves and the hates of 
primary experience, Dewey undertook the development of a 
theory of the nature and pattern of reflective thinking. For 
Dewey, the long search of man for a dependable method to 
control the course of his own intellectual activity has culminated 
in the logic of discovery and testing inherent in experimental 
inquiry. In his logical studies he has distinguished the five phases 
or aspects of this process of experimental inquiry, and in his 
theory of education he has sought to develop an educational 
practice that is grounded in this analysis of the pattern of re- 
flective thinking. He describes the essentials of this educational 
practice as follows: 

First, that the pupil have a genuine situation of experience—that 
there be a continuous activity in which he is interested for its own sake; 

Secondly, that a genuine problem develop within this situation as a 
stimulus to thought; 

Third, that he possess the information and make the observations 
needed to deal with it; 

Fourth, that suggested solutions occur to him which he shall be 
responsible for developing in an orderly way; 

Fifth, that he have opportunity and occasion to test his ideas by 
application to make their meaning clear and to discover for himself their 
validity.* 

Thus for Dewey, the cultivation of thinking is central in 
his view of both the ends and the means of education. His de- 
mand for an activity curriculum was a demand for a school 
program better designed to foster the intellectual powers of the 
young. He perceived that thought was inquiry, and that inquiry 
could be real for the child only as it was grounded in problems 
of felt significance, and that the school therefore should provide 
the conditions for the purposeful pursuit of ends as well as the 
opportunity for the exploration, the utilization, and the ordering 
of means for the attainment of these ends. 


* John Dewey, Democracy and Education (New York, The Macmillan 
Co., 1916), p. 192. 
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Nor was this emphasis on inquiring, something that was 
hostile to acquiring. On the contrary, inquiring was approved 
because it was believed to be the essential method of acquiring, 
particularly of the acquiring of the kind of knowledge that means 
power. Meanings that signify increased power to function—to 
predict and to control—cannot be poured into children as water 
is poured into empty containers; neither are meanings acquired 
by a process of mechanical addition, they are, rather, developed 
in the process by which present experience is purposefully re- 
constructed. It was the insight of the founders of the activity 
curriculum that this kind of reconstruction cannot be carried on 
by adults for the young; without the purposeful participation 
of the young in the program of the school this meaningful re- 
construction of experience does not take place. The problem and 
the art of education therefore is to provide the conditions in 
which the young will be encouraged to engage in those complete 
acts of inquiry—of reflection—by which new meanings and new 
powers of control are developed. 

It is this form of purposeful reconstruction of experience 
that signifies the growth of mind. And this kind of reconstruc- 
tion finds both its stimulus and its test in the varied affairs of 
primary experience. An educational program therefore that is 
concerned to treat individuals as ends, will also be a program 
that is concerned to provide all of those conditions which are 
essential to the nurture of their minds, that is, the conditions 
through which individuals develop the capacity to learn from 
their own first-hand experiences. A primary moral responsibility 
of the school is to provide opportunity for those complete acts 
of thought in which knowledge is gained as a result of that 
which the children do and undergo. The deepest discipline of 
mind results when the young acquire because they are encour- 
aged to inquire. To be most fully educative the realms open to 
inquiry should be co-extensive with the life affairs of a human 
group. Whenever we block inquiry, we block the means through 
which minds are developed in the young. 
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It may be that to carry through this kind of reconstruction 
of the school will involve a parallel reconstruction in our society, 
for at present there are important groups in American life that 
resist inquiry into the spheres of their special interest. But a 
democratic society ought not to shrink from undertaking any 
reconstructions in its group affairs that are required to enrich the 
quality of the experience of its individual members. Since a 
democratic society has no good other than the good of individual 
human beings, the ultimate test of all of its institutions should 
be the definite consequences they produce in the lives of its 
members. To preserve a democratic society grounded in respect 
for all men, involves us in the unending effort to provide those 
conditions both in our social arrangements and in our schools, 
through which human beings can achieve that liberation of 
mind which is freedom. 


; 
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The Morality of Inquiry 


) N THE previous chapter, we have stated that the deepest 


moral issue in education is whether we shall treat each child 
as an end in himself, or whether his growth is to be subordinated 
to the maintenance of some pre-established system. We have 
also emphasized that the characteristic of a democratic program 
of education which distinguishes it from all authoritarian pro- 
grams, is the fact that it seeks to make the growth of each child 
the supreme objective. In the morality of democracy growth is 
the ultimate criterion because a democracy recognizes no good 
other than the good of individual human beings. It is this op- 
position to the sacrifice of the potentialities of the child to the 
requirements of any absolute system that gives significant moral 
meaning to the maxim that “growth is its own end.” 


§ 1. Group Nurture and Individual Growth 


But to say that “growth is its own end” is not to say that 
“growth” defines itself, or that the child should be left to de- 
velop in his own way. Nor is this moral individualism to be con- 
fused with the individualism of an atomistic social system in 
which each individual is a law unto himself. The good life is 
a community affair and its ways are learned, not inborn. As we 
have emphasized throughout this book, adults organize and 
maintain schools because they are convinced that the immature 
human being needs help in his efforts to attain the means of his 
own development. The most basic of all these adult contribu- 
tions to the growth of the child is the provision of the conditions 
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that will help him achieve a mind of his own. By growth of 
mind is meant growth of the capacity of the individual to have 
ideas, to form reasonable expectations, to make good judgments, 
and to take responsibility for the consequences of his deeds. 
Without this capacity for reflective behavior, a human being 
is less than a complete person. All authoritarian systems of edu- 
cation at some point or in some manner seek to curb this full 
intellectual development of the young. Insofar as a program of 
education molds the child so that he is deprived of his ability 
to inquire into a particular sphere of human experience, it con- 
fiscates some of the potentialities of his personhood. 

We have also emphasized that the capacity to make good 
judgments—the capacity for reflection—is not an original endow- 
ment. Apart from the nurture of culture, human creatures do 
not acquire the meanings that enable them to share in the life 
of reason. Any program of education, therefore, that is com- 
mitted to the development of the intellectual potentialities of 
the young must provide for the transmission of race experience. 
Democratic societies should, of course, strive to transmit their 
values in such a manner as to provide for their further develop- 
ment, but this does not make the rdle of transmission in a pro- 
gram of democratic education any the less important. Without 
the transmission of meaning there can be no significant nurture 
of mind, and we misconstrue the whole nature of the process of 
human development when we assume that freedom and individ- 
uality can be intelligibly opposed to social nurture and the com- 
munication of that which the group has achieved. 

Experience also clearly shows that the immature acquire 
meanings—scientific, aesthetic and moral—as a result of their 
participation in group activities as well as by their study of 
printed materials. Indeed, learning from books attains its maxi- 
mum possibilities only when it is associated with opportunity 
for direct experience in human affairs. We educate for intelli- 
gence—the capacity to make valid judgments—not by insistence 
on the mechanical rote learning of that which others have dis- 
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covered and organized into systems of life and thought, but by 
providing varied means for the child to grow as a result of his 
own first-hand experience with the affairs of his physical and 
social surroundings. It is by virtue of this direct participation in 
the world of persons and things that each human being achieves 
the structure of habits, meanings, and appreciations that is re- 
quired to provide him with a basis for his own individualized 
reponses to the practices of his society. 

A mature mind cannot be developed by a program devoted 
solely to the instruction of the child in meanings derived from 
the experiences of others—a program that excludes all oppor- 
tunity for criticism and for learning from direct observation and 
experience. Books can do much to broaden and deepen the per- 
spective from which we interpret our own life circumstances, 
but they do not constitute a substitute for direct experience. 
Knowledge of what the intellectual and moral leaders of man- 
kind have thought can nourish imagination and help free us 
from provincialism and parochialism, but it cannot in and of 
itself provide the core of personhood. Background is background, 
and to become a mature mind one must have done more than 
accumulate a stock of verbal generalizations; he must also have 
had experience with those primary events from which all gen- 
eralizations or principles have been developed, and within whose 
context all principles must be applied, tested, revised and ex- 
panded. Apart from perception of their connection with condi- 
tions of primary experience, scientific principles and moral 
generalizations are not apt to function as tools of understanding; 
they are likely to become a non-functional, verbal possession or 
burden. 

In brief, to become persons, we must own our ideas and 
not be enslaved by them. We grasp the significance of meanings 
that others have discovered and formulated only as we master 
their functional value in our own experience. Hence, education 
for the growth of persons must be a process in which acquiring 
and-inquiring—the study of human records and participation in 
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life affairs—are so interrelated in the experience of the develop- 
ing child that the knowledge he acquires about the world 
becomes a real part of his ability to function in that world. 

To hold that primary experience is essential to the develop- 
ment of mind is also to hold that empirical or experimental 
procedures should constitute the basic method of the school 
in a democratic society. Now the selection of the method by 
which the young are to be educated is one of the most crucial 
decisions in the organization of a school. No single factor has 
greater influence on the development of the basic intellectual 
and emotional dispositions of the young than the pattern of 
the method which permeates and regulates their mode of ex- 
periencing and interpreting their surroundings. In the course of 
their experience, human groups have developed rival and con- 
flicting methods of responding to life conditions and of inter- 
preting the significance of human events. Each of these modes 
of behavior, analysis, and interpretation has its basic intellectual 
and moral presuppositions; each inescapably has its definite con- 
sequences in the life practices, attitudes, and allegiances of those 
who are nurtured under it. The choice of an educational method 
therefore involves more than a choice among rival pedagogical 
devices; it is literally a choice among basic life alternatives and 
it is attended by far-reaching moral consequences. If educators 
are concerned to keep faith with parents, they will not try to 
conceal the intellectual and moral consequences of the method, 
or methods, that the school uses in the nurture of their children. 
In this chapter, we shall seek to make explicit some of the moral 
factors involved in the consistent reliance upon empirical pro- 
cedures in the education of the young. 


§ 2. Empirical Method and The Nurture of The Young 


Man lives in a world in which he has to act. And the 
aim of any program of education governed by respect for human 
personality is to help each child make his own actions more 
meaningful and more effective. All parents want their children 
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to grow in their ability to form “reasonable expectations,” to 
behave responsibly, and to take a creative réle in the activities 
of their society. ‘They also want them to develop competency 
in some particular sphere of human activity. They recognize 
that direct participation in life activities is required if their 
children are to achieve these abilities and attitudes. To this 
extent, at least, the choice of an empirical method for the educa- 
tion of the young is not an arbitrary choice; it is in line with 
that which experience shows is essential to the welfare of man. 

As a matter of fact, all schools, regardless of their formal 
theories about educational method, necessarily give considerable 
place to empirical and experimental procedures. Experimental 
attitudes and methods have become so dominant in certain areas 
of human experience that reliance on alternative modes of gain- 
ing knowledge and control has all but disappeared. This shift 
in life outlook and method in so many different fields is now 
exerting profound influence on our view of the way in which 
children should be educated in these fields. 

For example, if a school is to teach the children to garden, 
it will make every effort—irrespective of whether the school is 
private or public, religious or secular—to provide for an actual 
experience in gardening. The young will be given experience 
in marking the field into garden plots, in the preparation of the 
soil for planting, in the selection of seeds and plants, in the 
cultivation of the soil to keep it soft and to prevent the growth 
of weeds, in the use of fertilizers, in the control of the various 
means of irrigation, in the use of sprays and powders to destroy 
parasites and insects, in the protection of the plants against 
animals, in the pruning and the staking of plants, as well as in 
the gathering and caring for the fruits and vegetables as they 
mature. Manuals that outline the general principles of garden- 
ing, along with special tracts that give details about the culti- 
vation of particular plants will be used, and these may well 
lead eventually into more systematic studies and lectures on 
plant life, the chemistry of the soil, and similar technical or 
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scientific topics. Training may also be given in the use and the 
care of the different materials and tools that are involved. These 
special instructions—printed and oral—are indispensable for the 
nurture of the young in the knowledge and techniques of gar- 
dening, but their use in the introduction of the young to the 
art of gardening does not signify a blind reliance on tradition 
or external authority. All of this information has been accumu- 
lated from experience and experiment, and it has functional 
bearing and sensed significance for the children because it is 
taught in connection with an activity in which they are directly 
engaged. The young, moreover, have opportunity to put the 
directions they receive from lectures and printed materials to 
the test of action. In connection with their own gardening 
activities, they are encouraged to observe and to evaluate what 
happens, when under specified conditions, certain definite oper- 
ations are performed. 

In sum, in the sphere of gardening it is universally recog- 
nized that all controlling principles are developed from within 
the matrix of the activity itself, and that the young can achieve 
the ability to care for growing things only as they have first- 
hand experience with them. The children learn to garden with 
skill, understanding, and responsibility by direct sharing in the 
process; they grow in their capacity to form “reasonable expec- 
tations’ by participating in the how and the what of the art 
of gardening. Through this participation—informed and broad- 
ened by what others have previously discovered—the children 
develop their own ability to order concrete means to accomplish 
significant outcomes. 

This growth through experimental inquiry may be con- 
trasted with learning from sheer trial and error, with slavish 
adherence to tradition and precedent, with reliance on external 
authority, with random activity, with all forms of wishful think- 
ing, as well as with memoriter processes in which learning is 
construed as a passive acquiring for the purpose of the mere 
re-citing of prescribed lessons. The empirical principles and 
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methods that are utilized in teaching the young the art of garden- 
ing are now recognized by most schools to hold for learning in 
many other fields. Few schools, for instance, would seek to nur- 
ture the young in the various sciences without opportunity for 
observation and first-hand experience through field trips and ex- 
perimental work in the laboratory. The laboratory is now con- 
sidered an essential part of the equipment of the ordinary high 
school, just as workrooms and playgrounds are also coming to 
be considered indispensable in providing opportunity for pri- 
mary experience during the earlier years. 

No school would attempt to teach children to play basket- 
ball, tennis, or any other game, by simply having them read 
books or listen to lectures by experts. Nor would we expect 
children to learn how to behave in their relations with other 
human beings apart from immediate experience with them. 
Knowledge of people may be greatly enriched by the study of 
anthropology, history, biography, novels, and dramas, but all 
that is acquired from these literary sources is necessarily sifted, 
interpreted, and evaluated by the young in terms of that which 
they have experienced and learned as a result of their own inter- 
course with their fellow human beings. The principles that hold 
for learning how to garden, to play games, to develop under- 
standing in the various natural sciences, and to codperate in 
group affairs, are now also accepted without question by both 
religious and secular schools in the education of the young in 
domestic science, in the various skilled crafts, in the operation 
of tools and machines in industry, in the interrelated fields of 
nursing, dentistry, and medicine, in various community under- 
takings, and in the different fine arts. In all of these areas we 
recognize that creative acts require acquaintance with conditions, 
materials, and tools, and that knowledge, standards, and regu- 
lative principles must be evolved from the actual field of prac- 
tice. As one field of human experience after another thus 
becomes autonomous, it inevitably becomes permeated by ex- 
perimental practices and outlooks, and the manner in which the 
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subject-matters of these different fields are conceived and com- 
municated to the young are modified accordingly. 


§ 3. Experimental Inquiry and Patterns of Thought 


Parents and teachers miss the deeper significance of this 
empirical trend both in life and in education, if they do not 
perceive that it involves more than the mere increase of bodies 
of knowledge to be transmitted to the young and the develop- 
ment of new techniques in which the young must be trained 
if they are to be at home in the affairs of their society. Actually, 
this shift to experimental procedure and authority denotes a 
transformation in human experience that is breeding a new 
human mentality. It is because these new life attitudes are be- 
coming established in the practices of the community that they 
are beginning to pervade the deliberate education of the young. 
The child who is learning by his own participation in experi- 
mental practices is not only acquiring new techniques, skills, 
and items of information, he is also acquiring an altered view of 
man and of the relation of man to his world. In fine, he is 
acquiring a new human outlook, for the outlook that is molded 
by a life practice that has become experimental in nature has 
its very definite characteristics. 

It has in the first place a more vivid recognition of both 
the necessity and the possibility of human control. It is time 
that all who desire the young to grow in this capacity to under- 
stand and to control, came to realize that the experimental prac- 
tices which the schools must use in order to nurture these 
abilities have deeper implications. ‘The child, for example, who 
is learning to grow plants in order to help assure a human food 
supply is also learning that nature is so constituted that it will 
not take care of him apart from intelligent effort. In other words, 
he is learning, contrary to certain traditional views, that nature 
is not one, it is many; and that evil is not an illusion or a mere 
appearance, but a real trait of existence. So far as gardening 
is concerned, nature is a collective name for a variety of condi- 


THE MORALITY OF INQUIRY 163 


tions, some favorable and some unfavorable to human interests. 
From the standpoint of the child’s purpose to have a productive 
garden, these natural conditions have to be discriminated and 
dealt with, not in a wholesale, but in a piecemeal fashion. Seeds, 
soil, water, sunlight, and fertilizers are all natural things and 
they can be used as means to help further the life purposes 
of the gardener, but weeds, parasites, pests, killing frosts, 
droughts, and cyclones are equally natural, and they are the kind 
of natural forces that can destroy crops and frustrate human pur- 
poses. Through his daily experiences the child is learning that 
control is a function of an intelligent, discriminatory response 
to this plurality of conditions—friendly and hostile—we call 
“nature.” Nor do the facts of man’s experience show that this 
struggle for control is unreal, because affairs are so arranged 
that essential outcomes are assured regardless of the effort hu- 
man beings put forth. Apparently the processes of nature that 
operated to bring human life into existence, also operated to 
produce many conditions antithetical to human existence. Man 
can survive and attain a satisfactory experience only as he learns 
to master these conditions. Implicit in the effort to achieve con- 
trol through empirical means is the recognition that man lives 
not by passive trust in nature, but by the creative use of the 
conditions of nature for his own purposes. 

Few teachers nowadays in either religious or secular schools 
will permit a child to substitute magical practices for the use 
of natural cause and effect relationships in the care of his garden 
plot. Few will permit him to rely on supernatural powers to 
water his garden; they expect him to get this result through em- 
pirical or natural means. Nor will the manifestation of a humble 
and contrite spirit in the life of the child be accepted as an 
adequate substitute for the exercise of intelligence and industry 
on his part. In the project of gardening teachers will not accept 
as satisfactory any alternatives of this type. ‘The child is required 
to work and to try to get desired outcomes by the intelligent 
control of concrete, objective conditions. Society, having reached 
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the conclusion that gardening involves mastery over definite 
empirical conditions and procedures, demands that its teachers 
nurture the young in the knowledge and the practices that are 
essential to this mastery. 

But parents should recognize that as the school daily relies 
on procedures of this sort, it necessarily breeds in the minds of 
the young the experimental outlook inherent in these practices. 
This experimental outlook rejects the wholesale optimism that 
assumes nature is so biased in favor of human interests, that 
intelligent effort on man’s part is not continuously required. 
It also rejects the wholesale pessimism or fatalism that assumes 
natural conditions are so stacked against human interests, that 
man is doomed to fail in spite of all his efforts to achieve a 
control that makes a humane existence possible. ‘The experimen- 
tal practice leads instead to the recognition that we live in the 
kind of world in which success is contingent. From the stand- 
point of human interests our world is a mixture of resources 
and obstacles; it must be accepted for what it is, an affair of 
affairs. In this plural world existence is precarious, and human 
well-being depends upon our ability to comprehend these di- 
verse affairs and to learn how to use them on behalf of human 
interests. [his recognition of the necessity of control is an attri- 
bute of the mind nurtured in experimental practices. 


§ 4. The Seat of Intellectual Authority 
The mind that has been molded by experimental inquiry 


has, in the second place, a definite conception of the meaning 
of truth. Truth denotes truths, and truths are not properties of 
existences, they are rather properties of human ideas about the 
nature of existences. As we emphasized in the previous chapter, 
an idea or a meaning is operational in character. An idea is sig- 
nificant if it defines (1) an action definite enough to be per- 
formed, and (2) an occurrence or an experience that will take 
place when the idea is put to the test of action, or experiment. 
It is by these operational criteria that the truth of an idea is 
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tested. For an idea to be true, it must be valid in both of these 
aspects; it must define an act that can be carried out, and it must 
also define a condition that actually will come into existence 
when the prescribed action is carried out. In brief, ideas, or 
assertions, are warranted—they have the property of truth—if 
they verify when they are tested by experiment. Truth denotes 
accurate prediction. We have knowledge in any given field when 
we can predict how things in that field will behave under certain 
specified conditions. 

This means that the mind nurtured by experimental pro- 
cedures places the seat of intellectual authority within, not out- 
side, the empirical procedures by which ideas are developed and 
tested. To return to the situation of the child learning to garden; 
a valid idea about gardening is not measured by the aesthetic 
appeal the idea makes to the mind of the child; nor is it measured 
by how fast his heart pounds and how hot his blood becomes 
when he contemplates the majesty of his vision, or intuition— 
the validity of the idea is not measured by any of these subjec- 
tive feelings, but rather by what the idea actually leads to in 
the world of objective action. Unless an idea is responsibly de- 
fined as an operation to be performed—as a means adapted to 
some specified end—it will be dismissed as of no intellectual 
worth by those who are concerned with the practice that is 
gardening. Daily in our schools children are being taught in 
many different areas to think in terms of action, and to test their 
ideas by their consequences in action. 

Similarly, no matter how exalted the person, the institu- 
tion, the tradition, or the book from which an idea is derived, 
if the idea when put to the test of actual practice in the garden 
—to the crucial test of experiment—fails to produce the con- 
ditions or the consequences that it as idea predicts, it will 
be held invalid. On the other hand, no matter how lowly the 
source from which an idea comes, if the idea can make good 
in actual practice, it has worth and validity. For the mind habit- 
uated to empirical procedures both the meaning and the truth of 
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an idea are internal, not external, they are internal to the opera- 
tions by which they are subjected to the test of existence. 
Experimentally established principles, to be sure, may be 
revised or even discarded by subsequent inquiries. All “truths” 
are subject to this correction by later developments and investi- 
gations, but this does not lead the experimental mind to retreat 
to external authority, or to seek refuge in the attitude of whole- 
sale skepticism. ‘The primary faith and security of the experi- 
mental inquirer is not lodged in this or that particular scientific 
finding or principle, but rather in the empirical method by which 
all beliefs are developed and tested. When the views of Newton 
are amended by the verified insights of an Einstein, the new 
situation in physics is readily accepted; it is viewed as a further 
triumph, not a defeat, for the procedures of experimental inquiry. 
In a world in which change is real, it marks a great human 
advance to have achieved a method of confirming beliefs that 
escapes alike the dogmatism of absolute, fixed truth, and the 
paralyzing skepticism that holds all views are equally worthy, 
or unworthy, because all alike are mere human opinions and 
all may be modified by the findings of later investigators. The 
experimental mind is the mature mind in the sense that it can 
operate on the basis of probability; it retains its confidence in 
the worth of intelligence in a world that makes knowledge a 
human necessity, and yet denies absolute finality to any particu- 
lar human conclusion. For the empirical thinker many ideas and 
ideals have earned the right to our firm adherence, as they have 
been confirmed by a long experience, but none can be exempt 
from further scrutiny if developments call them into question. 


§5. Experience and Moral Standards 


The experimental mind, in the third place, believes that 
values evolve within the course of ordinary experience. They 
have a natural basis and origin because man is a creature of 
interests, and he has to react selectively to his surroundings in 
order to maintain these life interests. Men become intelligent 
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about values as they become intelligent about their actions— 
about the conditions upon which they depend, about the conse- 
quences to which they lead. As Dewey has emphasized, not all 
of the things that are immediately liked are likeable, nor are all 
of the things that men desire really desirable.t The difference 
between the merely “desired” and that which is counted “de- 
sirable” is the difference between organic impulsive acts, and 
those acts whose conditions and consequences have been in- 
spected, evaluated, and judged to be good. The latter activities 
are considered desirable or valuable not simply because of their 
immediately prized qualities, but because they are judged to 
harmonize with other valued interests and to “lead-on” in such 
a way as to expand, not contract, the totality of significant 
experience, meaning and activity. 

For the mind nurtured in experimental practices, morals 
and values do not constitute a separate realm and subject- 
matter. Since consequences cannot be separated from conditions, 
judgments about values cannot be divorced from judgments 
about facts. A human being can make an intelligent manifesta- 
tion of preference only as he has knowledge of the concrete 
conditions that are involved in his various activities. The child 
who is learning through empirical procedures to discriminate 
the better from the worse in the different mundane spheres of 
human activity is, at the same time, growing in capacity for 
moral judgment. It is in and through these varied and interre- 
lated life activities that the real occasions for moral decision 
arise, and the child grows in his capacity to function as a re- 
sponsible moral agent as he grows in his ability to make judg- 
ments of the good and the bad in terms of concrete consequences. 
Moral behavior is thus a function of the entire experience of the 
child, and all education is inescapably a form of character 
education. 

This capacity to judge life practices by their concrete conse- 


* John Dewey, Quest for Certainty (New York, Minton, Balch & Com- 
pany, 1929), pp. 260-261. 
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quences is what is meant by a reflective or experimental morality. 
It may be distinguished, on the one side, from a customary 
morality which automatically accepts the standards that happen 
to be current in the practices of a society as the norms for hu- 
man conduct, and, on the other, from an authoritarian system of 
morality which holds that ordinary human beings are not quali- 
fied to develop their own governing principles, and therefore 
must rely on a supernatural source or other external authority 
to provide these controlling standards. An experimental morality 
is also to be distinguished from the formal and myopic morality 
that bids men to cling to such abstract and absolute principles 
as “right for right’s sake,” and “duty for duty’s sake,” without 
regard for actual consequences. The difficulty with an abstract 
morality of this sort is that it ignores the fact that men never act 
in a vacuum, but always in a definite life context, and that he 
who follows “right” and “duty” without empirical analysis and 
evaluation of consequences is most likely permitting others who 
know what their concrete interests are to determine the actual 
meaning of “duty” and the specific content of the “right.” 
Finally, a reflective morality is to be distinguished from that of 
the cult of spontaneous self-expression—that is, from the prac- 
tices of the group which identifies self-expression with impulsive 
activity that is not regulated by a regard for conditions and 
consequences. A reflective morality recognizes that the good life 
is a life within a human community, and that the desires of the 
individual must not only be reconciled with one another, but 
also with those of his fellows who share a common experience. 

The young, nurtured today in empirical, experimental pro- 
cedures that foster the disposition to judge all actions by their 
consequences, naturally find it difficult to turn to mystical and 
authoritarian modes of making value judgments. Intuitive and 
authoritarian modes of behavior simply do not harmonize with 
the life habits and attitudes of those who have been led by their 
own primary experiences to the conviction that in order to be 
moral you have to be intelligent, and that in order to be 
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intelligent you have to take critical account of actual life 
alternatives. 


§ 6. Empirical Method and the Search for Causes 


Finally, and possibly most fundamental of all, the mind 
nurtured by experimental procedures develops a mode of re- 
sponse that has no place for unconditioned events. The experi- 
mental theory of knowledge is grounded in the empirical, 
operational test of meaning. It assumes that ordinary events are 
so involved in one another that certain conditions or phenomena 
may be reliably taken as the evidence of other conditions and 
developments. It also assumes that even the most extraordinary 
events are ordinary events, in the sense that we must seek to 
explain and understand them in terms of their operations—that 
is, in terms of the empirical conditions from which they arise, 
and of the empirical consequences to which they lead. In other 
words, the basic postulate of experimental method is that we get 
meanings—knowledge—by the process of referring consequences 
to conditions and conditions to consequences, and by no other 
method whatsoever. Without this resolute determination to seek 
for causes, meanings, and means of control within, and not out- 
side, the course of observable occurrences, the expanding body of 
organized knowledge by which we increasingly regulate our 
activities would be deprived of its methodological foundation. 
It is this emphasis on unity of procedure in all realms of expe- 
rience that is the distinctive mark of the experimental method. 
Its successes have been won by its steadfast refusal to turn the 
search for causes and explanations into a mystery by the intro- 
duction of non-identifiable and non-describable, and hence non- 
controllable, agencies. 

Consider, for instance, the effort to discover the nature and 
the cure of cancer. It would be simple of course to declare that 
cancer is an evil that is due to the invasion of the body by an 
army of “demons,” but science refuses to resort to this kind 
of explanation. Its interest is in knowledge that gives power to 
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control, and that kind of knowledge about cancer comes only 
as we succeed in locating and describing the actual empirical 
conditions and processes that result in the definite developments 
in the human organism that we call cancer. No matter how 
difficult and costly the search, science continues to seek for 
causes that can be subjected to this sort of experimental descrip- 
tion and prescription. Should it abandon its effort to refer 
“effects” back to determinate conditions and operations, it would 
abandon the process by which “reasonable expectations” are de- 
veloped and powers of control are extended. Such an abandon- 
ment of empirical method would signify a retreat from the ways 
of reason, it would mean the betrayal of the procedures that are 
mind. This faith in methodological continuity—in a method that 
can operate in all realms of human experience—is implicit in all 
educational efforts to get the young to become responsible, 
mature minds through reliance on empirical, experimental pro- 
cedures. The commitment to the methods of experimental in- 
quiry involves commitment to this empirical outlook. As one of 
our foremost students of the logic of scientific method states: 


It is frequently asserted that the principle of scientific method 
cannot rule out in advance the possibility of any fact, no matter how 
strange or miraculous. This is true to the extent that science as a method 
of extending our knowledge must not let accepted views prevent us from 
discovering new facts that may seem to contradict our previous views. 
Actually, however, certain types of explanation cannot be admitted within 
the body of scientific knowledge. Any attempt, for instance, to explain 
physical phenomenon as directly due to providence or disembodied spirits, 
is incompatible with the principle of rational determinism. For the nature 
of these entities is not sufficiently determinate to enable us to deduce 
definite experimental consequences from them. The Will of Providence, 
for instance, will explain everything whether it happens one way or 
another. Hence, no experiment can possibly overthrow it. An hypothesis, 
however, which we cannot possible refute cannot possibly be experimen- 
tally verified. 

In thus ruling out ghostly, magical, and other supernatural influ- 
ences, it would seem that scientific method impoverishes our view of the 
world. It is well, however, to remember that a world where no possibility 
is excluded is a world of chaos, about which no definite assertion can be 
made. Any world containing some order necessarily involves the elimina- 
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tion of certain abstract or ungrounded possibilities such as fill the minds 
of the insane.” 

Thus experimental method not only postulates universal 
causation, it also has definite criteria by which it defines the 
characteristics that a thing must possess if it is to be accepted as 
a causal factor or agency. The compulsions, the efficacies, the 
correlations, and the sequential bonds that we associate with the 
principle of causality are held to be within, not outside, the 
course of natural events. ‘The determination not to try to explain 
either physical or human phenomena by resort to extra-empirical 
agencies such as demons, angels, fairies, witches, and ghosts 
marks not merely a great change in our methods of seeking 
“practical” control; it also is associated with the dawn of a new 
human mentality. Not all areas of human experience have been 
penetrated by this empirical outlook, and there are groups who 
still contend that the moral and spiritual interests of the human 
race depend upon our refusing to permit the experimental 
method and outlook to achieve universal dominion. Before teach- 
ers and parents will be equipped to evaluate these so-called 
“moral” and “spiritual” claims, it will be necessary for them to 
perceive that experimental inquiry is not only a method of “prac- 
tical” control, it is also a pattern of moral behavior. ‘The morality 
of experimental practice marks a new approach to the problem 
of discovering, testing and reconstructing the principles by which 
men live. 


§ 7. Morality and The Socialization of Inquiry 
Undoubtedly much of the prestige of scientific inquiry 


derives from the success it has achieved in expanding the power 
of human control in so many different areas of human interest 
and need. But the claims of the method of experimental inquiry 
rest on moral as well as on practical grounds. Man is a creature 
of belief, and his operating beliefs about existences and values 


2 Morris R. Gener: Reason and Nature (New York, Harcourt, Brace and 
Co., 1931), pp. 158-59. 
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constitute the very core of his personhood. Human beings have 
often shown by their deeds that they are the kind of creatures 
who are willing to sacrifice life itself for that which they believe 
and value. As current conditions tragically demonstrate, differ- 
ences of belief and value both within the same nation and be- 
tween different nations frequently result in antagonisms that 
make codperation for common ends difficult, if not impossible. 

To the extent that beliefs are acquired automatically and 
are held dogmatically, they tend to foster stubborn, aggressive, 
and even fanatical behavior. Scientific inquiry signifies an effort 
to reduce the rdle of fanaticism in human affairs by removing 
arbitrariness and dogmatism from the processes by which beliefs 
are acquired, tested, revised, held, and communicated. Experi- 
mental procedures tend to result in this more rational behavior 
because of the extent to which they have socialized the process 
by which beliefs about questions of fact and value are developed. 
These socialized procedures of experimental science contain 
significant moral implications. ‘They are frequently subjected to 
attack by moralists whose own methods are actually morally in- 
ferior to the very experimental procedures they attack—inferior 
because they are less socialized and hence more subjective, in- 
tuitive, and arbitrary. One of the most impressive tendencies of 
our period, has been the growing readiness of peoples in all parts 
of the world to adopt the empirical methods and the socialized 
attitudes of experimental inquiry. The moral characteristics of a 
method that has been able to evoke this universal human re- 
sponse in a period marked by intensified national rivalry, and by 
a growing conflict of cultural values, are worthy of serious con- 
sideration. Experimental procedure is grounded in the perception 
that the attainment of knowledge is a process from which the 
human factor cannot be eliminated. Recognizing the inescapable 
role of fallible human agents in all efforts to get knowledge, 
experimental inquiry seeks to get rid of an arbitrary individual- 
ism by the deliberate and the coéperative control of the process 
by which men reach conclusions and establish beliefs. One of 
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the ways by which it gets this result is to open the process of 
inquiry to all who have competence in the field, irrespective 
of nationality, cultural tradition, race, sex, class status, religious 
afiliation, or geographical location. In other words, experimental 
inquiry seeks objectivity through universality, and it seeks uni- 
versality through reliance on procedures which are equally avail- 
able to all who are concerned to conduct investigations in a given 
area. It is opposed to all attempts to make a private monopoly 
out of the procedures by which knowledge is gained. 

In a world marked by rival and infallible systems of super- 
natural revelation, by conflicting group folkways and mores, by 
alternative sets of “first principles,” by competing institutional 
authorities, by divergent intellectual and moral intuitions, as well 
as by rival deliverances from what is known as “common sense,” 
experimental method undertakes a new approach to the problem 
of developing and testing beliefs. It recognizes at the outset that 
the fallibility of human experience cannot be overcome by re- 
fusing to admit its existence through the assumption that we 
have privileged, transcendental roads to knowledge, or by any 
kind of procedure that makes the source or the parentage of an 
idea or a belief the test of its validity or authority. It lodges the 
authority of a principle, a value, or a belief not in the nature of 
its originating source—be it supernatural revelation, hallowed in- 
stitution, mystical experience, the so-called laws of the mind, 
the intuitions of the heart, necessary axioms, or “common sense” 
—but rather in its actual working, that is, in its observable out- 
come or consequence. 

When the priests of a fanatical order, during the Boxer 
trouble, told the Chinese leader, General Yuan Shih-kai, that 
his men need have no fear of foreign guns and bullets, because 
their magical rites had taken all potency from these foreign 
weapons, Yuan ruthlessly disposed of the dispute by lining the 
priests against a wall and subjecting their claims of magical con- 
trol to the actual trial of bullets fired at them from the alleged 
impotent foreign guns. Most operational tests are not so cruel, 
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simple and final as this, but they, nevertheless, have an authority 
against which the dogmas and the intuitions rooted in the mere 
superiority of origin or source are not able to stand. ‘The fact that 
everybody knew by “common sense” that the earth was flat, was 
not sufficient to make that belief prevail when men demonstrated 
the world was round by sailing around it. The public deed set- 
tled the private and subjective doubts. 

It should be noted that this shift from first principles and 
sources to ultimate consequences does not eliminate the human 
factor from the process by which we discover and test beliefs. 
Experimental method gains its control over the personal human 
factor by socializing and in a sense democratizing the manner 
in which that factor plays its rdle in the process of inquiry. 
Human beings have no part in determining the cultural groups 
and traditions into which they are born, but irrespective of these 
factors of group birth and membership, scientific inquiry invites 
all to join the community of those who verify beliefs by the 
observation of their workings and the evaluation of their conse- 
quences. Beliefs from any source are welcome, provided their 
sponsors are willing to have their credentials put to the test of 
operational procedure. On the other hand, no belief is its own 
warrant, no matter how exalted its source. In this crucial respect 
all beliefs stand on the same footing—all must be subjected to 
the test of an experience that is experimentally directed. 

This is not to say that those untrained in particular fields 
can directly check the diagnosis, the operations, and the results 
of the experimental work of experts in those fields. But the grow- 
ing tendency of the lay public to commit itself to the procedures 
of the expert is not a blind faith in authority. A farmer may not 
know how the hybrid seed corn is produced, but he can never- 
theless judge of the results when it is substituted for the earlier 
seed corn. A patient is frequently unable to observe and interpret 
the data on which the surgeon relies in his diagnosis, but he 
trusts the surgeon with his life because he has come to trust the 
empirical and public methods and controls under which the 
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surgeon serves. [he increasing demand among medical leaders 
for universal autopsy is further evidence of this tendency to 
bring the work of specialists under the control of competent ob- 
servers. [he authority of the expert is an authority that rests, in 
the last analysis, on the empirical and public character of the 
methods by which he works and produces his results. 

Experimental method also seeks to promote the ends of 
objectivity by the exclusive reliance on data and procedures that 
can be identified and observed by all concerned to work in a 
particular field. Thus the opposition of empirical method to 
private, esoteric data and processes is not an arbitrary thing. It 
is a function of the demand for a public procedure that seeks to 
eliminate the subjective and the arbitrary by opening the ave- 
nues of inquiry to all interested investigators. ‘The same concern 
for objectivity lies back of the demand for a full and accurate 
public record of each experiment. ‘This record with its descrip- 
tion of the factors involved in the problem, of the definite actions 
undertaken, and of the concrete results attained by the experi- 
ment, supplies an account of the undertaking that makes it pos- 
sible for others to check on both the procedures and the findings. 
The unwillingness of the experimental worker to “cook” his 
data, or to over-extend the generalizations he draws from the data 
of his experiment are also aspects of the morality implicit in a 
public, codperative method of conducting inquiries. The fact 
that all scientific findings are regarded as tentative because they 
may be corrected by the work of later investigators is further 
recognition that the principle of socialization should be extended 
to include not only the inquiries of our time but those of genera- 
tions yet unborn. 

At no point does the morality of experimental inquiry make 
more exacting demands than in its mode of treating doubt. It 
seeks security of belief not by suppressing doubt, but by making 
a constructive use of it. Minds habituated to the principles of 
experimental activity do not seek to minimize or to override the 
objecting case, or factor. On the contrary, they cherish those ele- 
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ments that resist the existing explanatory principle or law, be- 
cause these objecting factors can be made into objects for further 
observation and inquiry and may become the means of new 
knowledge. 

Thus experimental method demands of its adherents the 
intellectual and emotional maturity to recognize that our most 
cherished beliefs are not absolute—they may be revised, recon- 
structed, or even discarded, by the results of further study. For 
the experimental mind security of belief is not sought by cling- 
ing tenaciously to tradition and precedent, by asserting that 
whatever is in line with our preferences must be true, nor by 
holding to dogmas in spite of evidence; it is rather gained by 
eliminating doubt through the resolute pursuit of inquiry until 
that inquiry culminates in conclusions that are indubitable— 
indubitable because they cannot be doubted significantly by any 
responsible inquirer. In a world in which change is real, intel- 
lectual and moral security is attained, in the first instance, by 
putting our confidence in public experimental methods of testing 
existing beliefs, and, secondly, by giving our allegiance to those 
beliefs that demonstrate they are trustworthy because they have 
gained a real consensus in and through the process of open and 
untrammeled inquiry. 

But the tentative attitude of experimental inquiry is not to 
be confused with an attitude of indifference or of wholesale 
skepticism. Faith in the process of “winnowing and sifting” is 
actually faith in the possibility of attaining knowledge. ‘The open 
mind of experimental inquiry does not denote the empty mind. 
As the history of modern research science indicates, the self- 
correcting procedures of experimental inquiry are the best means 
known to man of furnishing the mind with beliefs worthy to 
organize and direct human experience. 

Experimental inquiry reaches unity of belief, not by re- 
liance on external authority and suppression of difference, not 
by persuasion through propaganda, not by the individualistic 
process of inner intuition, but by universalizing the community 
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of inquirers, by confronting and utilizing doubt to test and ex- 
pand beliefs, and by employing empirical and public data and 
methods that foster uncoerced codperation in the search for 
knowledge and standards. ‘Through the use of these procedures, 
experimental inquiry has socialized the process by which man 
comes to know. The morality implicit in this socialized method 
of attaining belief defines a primary objective in any program of 
education concerned to treat human beings not as mere means, 
but as ends in themselves. 


& 
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CHAPTER IX 
The Morality of An Open Society 


| AD Jeers is a movement of plural moral meanings. 
We believe that the deepest of these is its regard for the 
worth of human personality. According to the democratic con- 
ception, individual human beings constitute the realm of ends, 
and all social and political institutions, including the state, per- 
tain to the realm of means. One of the distinguishing charac- 
teristics of a democratic society is that it recognizes flesh and 
blood human creatures as the only centers of value, and it there- 
fore knows no good, and it has no moral purpose, other than the 
enrichment of the lives of individual human beings. 

We have emphasized that a democracy interprets respect 
for human personality to involve, as its most significant meaning, 
respect for the mind of the individual. It expects each person to 
play a responsible part in the determining of the system of laws 
and institutions under which he lives. ‘Thus in its regard for the 
ordinary citizen the most benevolent system of paternalism falls 
far short of the ethical standard implicit in the democratic prin- 
ciple that government be of, by, and for the people. Government 
through the participation and the consent of the governed is 
prized not simply because it secures, in the long run, the most 
just and progressive laws and institutions, but also because it 
provides the conditions necessary for the growth of mature 
human beings. 


§ 1. The Meaning of Education for Human Freedom 
These basic democratic principles carry significant implica- 
tions for the education of the young. They mean, as we have 
178 
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indicated, that the growth of the child constitutes the controlling 
moral aim of a democratic program of education, and this process 
of growth ‘is so conceived that primary emphasis is given to the 
cultivation of the intellectual capacities of the individual. In a 
democratic society, neither concern for the perpetuation of an 
established set of institutions, nor concern for the achievement 
of a projected program of social reconstruction, can justify a 
scheme of training or indoctrination which curbs the opportunity 
of the child to learn to think for himself—to develop a mind of 
his own. 

But this emphasis on the growth of the child through the 
nurture and the liberation of his intellectual powers does not 
imply, as some have asserted, that educators in a democracy are 
morally precluded from any and all efforts to commit the child 
to a definite pattern of social living. A free society in which the 
individual members are expected to share in the basic procedures 
by which the group ways of living are determined is not a form 
of anarchic individualism, nor is it an atomistic system in which 
individuals live as hermits isolated from one another. On the 
contrary, a democratic society is an organized form of human 
association, and this codperative mode of human living has its 
distinctive characteristics and its necessary moral foundations. 
Experience clearly shows that a society in which men strive to live 
together in peace and coéperative activity under their own laws 
and institutions, as well as under their own freely chosen govern- 
mental leaders, is a society that makes exacting moral demands 
on all of its members. ‘The citizens of this kind of a society have 
their responsibilities as well as their rights; their common and 
controlling loyalties as well as their personal freedoms and op- 
portunities. 

Moreover, these principles of democratic life and thought 
are not inborn. They are acquired, as we have repeatedly em- 
phasized, only as the child learns them through a directed course 
of experiencing. Any educational program that is genuinely 
committed to the life of freedom and intelligence, must in moral 
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consistency be prepared to nurture the young in those group 
behaviors and life attitudes that make this life of freedom and 
intelligence possible. Educators do not manifest real loyalty to 
the democratic way of life whenever they pretend to be morally 
neutral about the means required for the perpetuation of that 
way of life. 

But we err greatly if we assume that education in and for 
democracy can be reduced to a simple program of authoritarian 
imposition. A democracy is not only an organized society, it is 
also an open society. By an open society is meant a society that 
deliberately seeks its own improvement, not the mere perpetua- 
tion of the status quo. A democratic society is organized to take 
account of the fact of change in human affairs; it accepts change 
not as a sign of inevitable decay, but as a natural condition that 
intelligent, codperative effort on the part of all its members may 
be able to turn into an occasion of growth and human progress. 
A society which thus deliberately strives to improve its own ways 
of living through the free use of knowledge and invention is 
necessarily a pluralistic and a dynamic society. It not only ac- 
cepts and tolerates minorities, it is grounded in the realization 
that minorities have an indispensable and creative réle to play 
in the evolution of the common ways of living. 

It is at this point that a democratic society differs funda- 
mentally from all authoritarian or totalitarian systems. It does 
not seek to suppress inquiry and criticism; on the contrary, it 
legalizes these social practices. It recognizes that these processes 
of inquiry, of proposal, of discussion and criticism are indis- 
pensable factors in any society that aims not at the preservation 
of inherited arrangements, but at their peaceful reconstruction 
in the interest of the good life for all of its members. But a 
society that gives legal protection to the processes of inquiry, 
criticism, and institutional reconstruction, can maintain its unity 
and its stability only as its members have certain common loyal- 
ties, and certain universally accepted means of defining their 
governing purposes and of conducting their public affairs. In 
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brief, an “open” democratic society has its own distinctive group 
procedures and morality. 

In this chapter we shall be concerned with an analysis of 
the characteristics of an “open” or democratic society with par- 
ticular reference to the implications of its patterns of life and 
allegiance for the education of the young. 


§ 2. Democratic Education and Established Institutional 
Forms 


In a democratic society, as in all others, adults organize and 
maintain a system of schools in order to guide the development 
of their young. Through their duly chosen representatives on 
the community school board, they employ teachers to take charge 
of this educational work. Since these teachers are the paid agents 
of their society, and hold positions of public trust, it is obvious 
that something other than private interest and preference should 
govern their educational activity. But to say that teachers have 
a public function in a democratic society does not automatically 
define the standards by which that function shall be discrimi- 
nated and judged. Nor is the problem of the réle of the teacher 
adequately clarified when we adopt the social interpretation of 
education, and say that the primary responsibility of the teacher 
is to introduce the child to the ways of life and thought of his 
society. We still have to define what the distinctive patterns of 
a democratic society are, and we also have to determine the 
definite means by which the young are to be equipped to take 
part in the ways of this society. 

The record of education in America makes it quite clear 
that different groups have had somewhat different conceptions 
of the nature of the public responsibilities of the teacher in our 
democracy. Some hold that the answer is simple. ‘Teachers are, 
according to their view, the hired agents of the public, and hence 
it is their duty to nurture the young in whatever beliefs and 
institutions are established in their society. Indeed, a number of 
very powerful groups in our country tend to take this view of 
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the matter when the fundamentals of their own particular sys- 
tem of beliefs and practices are involved. It is not difficult for the 
leaders of certain groups to identify the welfare of the whole 
community with the perpetuation of their own favored institu- 
tion, and to assume that if the attitudes, the beliefs, and the 
loyalties involved in the established practices of this system or 
institution are bred into the emotional and the intellectual dis- 
positions of the young, the good of our democratic way of life 
will necessarily be served. 

Thus certain leaders of American business have urged that 
the teachers have a high responsibility to nurture the young in 
the faiths, the principles, and the conceptions of social welfare 
inherent in the capitalistic, or private enterprise system. In the 
opinion of these business leaders, this is an eminently reasonable 
demand. They hold that the competitive, open-market system is 
a basic feature of American life; that its primary incentives are 
in harmony with the acquisitive instincts of human beings and 
thus automatically inspire each individual to the maximum of 
socially useful labor; that history shows most of our economic 
and social progress is due to the virtues of this competitive sys- 
tem; and that morally this enterprise system is the ultimate 
foundation of our whole system of democratic liberties, because 
all of our other freedoms—political and cultural—have no secure 
foundation apart from its economic rights and freedoms. Acting 
on these convictions, certain groups have succeeded in getting 
laws enacted in a number of states that require all teachers 
to take oaths of loyalty to the American system with the clear 
implication that the heart of the American system is the historic 
pattern of private ownership and enterprise. Special committees 
of business organizations have examined and condemned certain 
textbooks in the social studies of the schools on the ground that 
these texts do not provide a sufficiently positive view of the 
private enterprise system. 

Nor is this tendency to identify the values of democracy 
with the values of a particular institution confined to business 
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leaders. Members of church groups have from time to time taken 
a somewhat similar view of the public function of the school in 
American democracy. In their case the concern has been of 
course with the traditions and the outlooks of religion, not with 
those of the capitalist system. The leaders of certain funda- 
mentalist sects have been particularly aroused by college and 
high school courses in biology which present evolutionary views 
of the origin of man that are not in harmony with the doctrines 
of special creation as given in the Bible. In support of their op- 
position to courses that include this evolutionary account of the 
genesis of man, these religious spokesmen have declared that 
the “rock of ages” constitutes a more authoritative and benef- 
cent source of information than the “record of the rocks.” ‘They 
have affirmed that our country is a religious country; that its 
faith in the equality and dignity of all men is grounded in the 
recognition that all alike are children of the same Spiritual 
Being; that our democratic regard for the worth of personality 
and human brotherhood is dependent upon our continuing 
faith in this spiritual interpretation of the universe; and that 
without the moral basis provided by their system of revealed 
religion our democratic way of life possesses no secure founda- 
tion. In a number of states these church leaders have even suc- 
ceeded in getting legislatures to enact laws prohibiting the 
teaching of any views in the school that are in conflict with 
the central doctrines of their tradition of supernatural religion. 

Leaders of various patriotic groups have also shared this 
conception of the responsibility of the school and the function 
of the teacher in a democratic society. They have put on mili- 
tant campaigns to get laws enacted that would both define 
essential meanings of democracy and prescribe certain subject- 
matters for the curriculum. Some of these laws have made “flag 
drills” and other patriotic exercises compulsory, others have re- 
quired definite kinds and amounts of instruction in American 
history, in the Constitution of the United States, in the special 
responsibilities of the citizen, and the like. In certain states 
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laws have been passed that require all discussion of alternative 
systems of government be excluded from the teaching of the 
school, particularly discussion of the Communist system of the 
Soviet Union. ‘The Daughters of the American Revolution have 
had a leading part in this drive for American patriotism in the 
schools, and their view has been well summarized in an address 
of a former President General of that organization: 


We want no teachers who say there are two sides to every question, 
including even our system of government; who care more for their 
“academic freedom of speech” and opinion (so-called) than for their 
country. Academic freedom of speech has no place in school, where the 
youth of our country are taught and their unformed minds developed. 
There are no two sides to loyalty to this country and its flag. There is 
nothing debatable about allegiance to that flag and the Republic for which 
it stands.* 

Simple and straightforward as is this demand that the 
young be inducted into the cherished beliefs and practices of 
the various pressure groups, it involves a view of the function 
of education that is open to grave objection when examined 
from the standpoint of the values of the whole democratic com- 
munity. In the first place, a democratic society is a plural society, 
composed of many interest groups. These sub-groups are not 
of one persuasion touching many of these so-called “funda- 
mentals.” When teachers function as the servants of the inter- 
ests of the most articulate of these groups, they may not be 
communicating to the young the values that are cherished by 
other and more numerous groups who are less skilled in the arts 
of propaganda. Thus, to make the schools docile spokesmen for 
business interests may make them hostile to the interests of in- 
dustrial workers and farmers, or to make them the mere instru- 
ments of the supernaturalists may involve them in deep conflict 
with scientists and humanists, and to turn them into propaganda 
agencies for the narrow nationalism of chauvinistic patriotic 
groups, may make the schools quite unacceptable to those who 


* Address by the President General in the Magazine of the Daughters of 
the American Revolution, 57 (May, 1923), p. 270. 
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believe that human survival now depends upon the develop- 
ment of a system of international codperation and world 
organization. 

But considerations of expediency are not the chief reason 
for rejecting this conception of the social function of the school. 
Plausible as the plan of having the teachers serve as the agents 
of established institutions and beliefs may seem to some of its 
advocates, it actually involves a negation of fundamental demo- 
cratic principles. It violates the conception that each person 
shall be treated as an end in himself; it also violates the principle 
that a democratic society is a free society, open to continuous 
change from within, not a finished, closed, authoritarian sys- 
tem, determined to maintain the status quo regardless of changes 
in life conditions. Each of these objections is fundamental and 
merits more detailed consideration. 

As we have seen, the essence of the effort to treat a child 
as an end in himself means that we strive so to direct his edu- 
cation that he will grow in his ability to think—to have a mind 
of his own. To be possessed of mind involves the ability to form 
reasonable expectations, and the ability to form reasonable ex- 
pectations necessarily involves opportunity to learn to evaluate 
existing group beliefs and practices in terms of developments in 
life conditions. Each of the foregoing pressure groups wants to 
use the school to breed a mind in the child that is regimented 
to the pattern of interests that it considers fundamenal, and it 
also demands that its respective system of belief and practice be 
communicated in such a way that the child will not have a 
chance to get the knowledge that is required to judge of its 
present worth and validity. In other words, each of these groups 
in its own special sphere wants the mind of the child molded 
in its own pattern, but it does not want a mind developed that 
is qualified to judge of the worth of that pattern. 

Although each of these pressure groups professes to be com- 
mitted to the democratic life of freedom, it shows by its actual 
practice that it fears the most basic of all freedoms—freedom of 
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thought. The reason that groups of this sort ask for laws to 
control teachers is because they have a system of special interest 
and behavior that they want protected against the processes of 
free inquiry. They appeal to the power of the state to prescribe 
the patterns of the curriculum because they want to prevent 
the young from having access to certain bodies of knowledge. 
Each pretends to have respect for human personality, but each 
advocates an educational practice that is incompatible with the 
full growth of the mature and independent mind. Actually 
there is no more potent way to confiscate the potentialities of 
personhood of the immature human being than to habituate 
him to a pattern of belief and conduct through a process of 
sloganizing his mind that keeps him from becoming acquainted 
with significant life alternatives in any given sphere. 

The leaders of these pressure groups—economic, ecclesiasti- 
cal, and patriotic—are apparently indifferent to the fact that 
children have real freedom to learn to think for themselves only 
in a school in which both pupils and teachers are free to inquire. 
They move to deprive the children and the teachers of this 
basic freedom of inquiry by bringing pressure to bear upon 
them, as well as by direct appeal to the authority of the state. 
In the realms where their special interests and values are in- 
volved they demand a loaded educational process—a process of 
nurture in which acquiring is shielded from inquiring. Who- 
ever seeks to have the young acquire beliefs without at the same 
time providing suitable opportunity for them to inquire into the 
grounds of those beliefs, is negating the process by which the 
young mature into morally responsible—reflective—human_be- 
ings. Although the outcomes sought may be sincerely believed to 
be good, the concrete educational means by which they are 
sought are authoritarian—they are not in harmony with the 
morality of an open society that makes the growth of its children 
the supreme educational objective. 

These authoritarian educational practices constitute an of- 
fense not only against the individual child; they weaken the 
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foundations of the whole democratic community. To the extent 
that they close the avenues of inquiry and discussion, they tend 
to undermine the confidence of a people that it can attain neces- 
sary reconstructions in its established modes of life and thought 
by rational and peaceful—non-violent—means. It is this faith 
in the possibility of maintaining social and political procedures 
that can make even revolutionary adjustments by peaceful 
means which is one of the most distinctive moral features of 
a democratic society. It is this sincere attempt “to institutionalize 
the process of revolution” that makes a democratic society a 
society that must forever be open to the processes of inquiry. 
Obviously a society that is open, not closed, has its distinctive 
moral patterns, and these patterns have definite and far-reaching 
implications for the education of the young. We turn now to 
a more detailed examination of the educational consequences 
of our effort to make and keep America an open, democratic 
society. 


§ 3. Democracy and the Legalization of Revolution 


The conception of democracy as an attempt to institutional- 
ize revolution is not a recent idea. It is as old as our country 
for the fundamentals of this democratic conception are implicit 
in the instrumental view of the forms of government set forth in 
The Declaration of Independence. The authors of the Declara- 
tion clearly refused to merge society and government as is done 
in the totalitarian state. They believed that a people should be 
recognized as having certain rights which the government should 
not seek to abolish. They also refused to identify the great 
human ends of “life, liberty, and the pursuit of happiness” with 
any particular institutional form. So far as the institution of 
government is concerned, the Declaration holds “that whenever 
any form of government becomes destructive of these ends, it 
is the right of a people to alter or to abolish it, and to institute 
a new government, laying its foundation on such principles and 
organizing its powers in such form as to them shall seem most 
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likely to effect their safety and happiness.” According to the 
democratic morality defined in the Declaration of Independence, 
the supreme allegiance of the citizen is not to any specific pat- 
tern of social organization, economy, or government, it is rather 
to the principle of the general welfare and to the right of the 
people “to alter or to abolish” traditional arrangements when- 
ever they judge them to be unsuited to the maintenance of their 
liberty, safety, and well-being. That Jefferson had in mind the 
social as well as the political implications of this assertion of the 
primacy of human welfare over particular institutional forms 
is evidenced by his substitution of the term “the pursuit of 
happiness” for the traditional emphasis of Locke and other po- 
litical theorists on “security of property” as a basic end of gov- 
ernment. Jefferson was not opposed to the system of private 
property, but he was concerned to distinguish the basic moral 
objectives of our nation from all such specific economic forms 
or means. 

The Bill of Rights upholds this principle of the Declaration 
on the primacy of persons over institutional forms, but it goes 
farther and seeks to establish certain definite means by which 
the American people can within the framework of ordered gov- 
ernment make real its sovereignty over its ways of life and 
thought. It seeks on the one hand to give security of the person 
against “lawless violence, arbitrary arrest and punishment.” 
Later, as a result of the Civil War, this security of the person 
was held to be a universal human right and, in the Thirteenth 
Amendment to the Constitution, “slavery and involuntary servi- 
tude” were abolished, “except as a punishment for crime whereof 
the party shall have been duly convicted.” The Bill of Rights 
also recognizes such basic freedoms as freedom of conscience and 
religious belief, freedom of speech, freedom to publish, and free- 
dom to meet and to discuss. Obviously freedom of belief, of 
speech, of assembly, and of press were meant to imply the free- 
dom to inquire and the freedom to associate, for without these 
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two freedoms, the ones listed in the Bill of Rights would lack 
substance. 

Now it is these civil and political liberties that provide the 
basic means for the maintenance of our American way of life. 
Loyalty to our democracy involves loyalty to these liberties, and 
loyalty to the social and political procedures they entail. Loyalty 
to these liberties and procedures necessarily involves opposition 
to any and all groups who would curtail the public processes 
of inquiry, discussion, criticism, and proposal in order to per- 
petuate an established doctrine or institution. The American 
people in the Declaration of Independence and the Bill of Rights 
gave classic expression to the faith that a democratic society is 
an open society, and that an open society can preserve itself only 
as it refuses to close the avenues of inquiry and criticism. This 
faith in the morality of “free trade in ideas” has been given 
memorable formulation in an opinion by former Justice Holmes 


of the U. S. Supreme Court. 


When men have realized that time has upset many fighting faiths, 
they may come to believe even more than they believe the very foundations 
of their own conduct that the ultimate good desired is better reached by 
free trade in ideas—that the best test of truth is the power of thought 
to get itself accepted in the competition of the market, and that truth is 
the only ground upon which their wishes safely can be carried out. That, 
at any rate, is the theory of our Constitution. It is an experiment, as all 
life is an experiment.” 


In other words, American democracy is committed to the 
experiment of maintaining a society in which the policies that 
are to govern will be determined by the voluntary response of 
the people to them, and this response of the people can be a 
genuine public verdict only as the processes of inquiry, pro- 
posal and discussion are open to all. Thus faith in democracy 
involves faith in the ability of the people to make their own 
determinations of the good. Anything that curbs the process of 
inquiry and communication distorts and obstructs the free de- 


Justice Holmes, Abrams v. United States, 250 U. S. 616, 624 C1919). 
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velopment of that public opinion by which the good is defined 
in public policy and enacted into law. 

Nor is this means of determining the desirable and the 
valid, restricted to beliefs about so-called “practical affairs.” Ac- 
cording to the Bill of Rights the same freedom is to be exercised 
in the sphere of morals and religion. ‘Thus freedom of conscience 
in ultimate objects of allegiance and belief is expressly affirmed 
in the First Amendment which declares that “Congress shall 
make no law respecting an establishment of religion, or prohibit- 
ing the free exercise thereof.” As a national community we 
have no established religious institution, and we have no official 
religious creed. Freedom of religion has been repeatedly inter- 
preted to mean the right to believe and the right not to believe. 
Our governing religious principle is unity amid diversity. Nor 
does the Constitution qualify either the right of citizenship or 
the right to hold public office by any religious tests whatsoever. 
Article VI explicitly states that “no religious Test shall ever be 
required as a Qualification to any office or public Trust under 
the United States.” So far as citizenship and participation or 
leadership in the public affairs of our country are concerned, 
religion is held to be a private, not a public affair. It would 
therefore involve a change in the foundations of our society to 
make teachers in the public schools subject to religious tests of 
any kind. 

The American public has a right to expect and demand 
that those who are to introduce the young to its ways of living 
shall be loyal to the foundations of our democracy. But these 
foundations have been defined in our democratic tradition in 
such a manner as to demand loyalty not to this or that particu- 
lar institutional form, but rather loyalty to those more basic 
liberties and procedures by which the adequacy of all inherited 
institutions and beliefs are tested. In his personal beliefs a 
teacher may be a capitalist or a socialist, an individualist or a col- 
lectivist, a Jew or a Christian, a supernaturalist or a humanist, 
a nationalist or an internationalist, so long as he is considered 
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qualified by those competent to judge of his scholarship and his 
educational methods to lead the young in those processes of dis- 
covery and test which are alike foundational in the life of scholar- 
ship and the life of a free society. This is not to say that what 
a teacher believes about these social and economic matters is 
unimportant, nor that his outlook on them will not influence 
his educational activity. Neither is it implied that the teacher is 
not responsible to achieve the most adequate view possible con- 
cerning these issues, nor that he can be indifferent to community 
attitudes on these questions. Our concern here is with another 
and different point, namely, that loyalty to certain definite in- 
tellectual and social procedures, not to particular institutional 
forms, or doctrines, is the criterion by which a democratic so- 
ciety should judge of the qualifications of the teacher. 

This basic educational criterion of a democratic society has 
been affirmed from time to time by many educational authori- 
ties. One of the best of these formulations was given in 1894 
by the lay members of the Board of Regents of the University 
of Wisconsin when they were being urged by certain pressure 
groups to dismiss an able economist, Professor Richard T. Ely, 
for his first-hand investigation into a management-labor dispute. 
After a thorough review of the case, the Board confirmed Pro- 
fessor Ely in his position and declared in its report that “what- 
ever may be the limitations which trammel inquiry elsewhere, 
we believe the great State University of Wisconsin should ever 
encourage that continual and fearless sifting and winnowing 
by which alone the truth can be found.” ® 

Freedom of inquiry is a valued human right. It is much 
older than Western democracy for many of the Greeks recog- 
nized with Plato that “an unexamined life is not one fit to be 
led by man.” But in a democratic society this right to inquire 
is more than a private right; it is also a public necessity. As we 
have emphasized, a democratic society is an open society—it 


® Quoted in Edward N. Doan, The La Folleties and The Wisconsin Idea 
CNew York, Rinehart and Company, 1947), pp. 14-15. 
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seeks to deal with differences among its members not by sup- 
pression, not by resort to brute physical force, but by the rational 
adjustment of old views to make them conform to new knowl- 
edge, and by the peaceful reconstruction of inherited institutions 
through the codperative action of those who live under them. 
Freedom to inquire, to discuss, to organize, and to advocate are 
necessary freedoms in a society that seeks to make its adjust- 
ments through peaceful means; that is, through the bold moral 
effort to institutionalize the process of revolution. The schools 
of a democracy should not only illustrate these practices in their 
modes of instruction; they should also seek to nurture the young 
in the disciplines, the attitudes, and the loyalties essential to 
the maintenance of this kind of an open society. 


§ 4. The Morality of Due Process 


The foregoing conception of a democracy as a society that 
seeks to determine the common good through the processes of 
public inquiry, group proposal, free discussion and a system of 
free elections has been dismissed by some as utopian. The argu- 
ment on which their objection is based runs somewhat as fol- 
lows. The disinterested search for truth may be a value for the 
favored few, but it is not the basic human value. All men, in- 
cluding scientific research workers, have interests more impera- 
tive and immediate than their interest in the search for truth. 
They are concerned, for example, about bread and security for 
themselves and their families. They are therefore primarily con- 
cerned about the means of their livelihood—about their busi- 
nesses, their jobs, their professions, their farms, and their savings 
and investments. 

In our interdependent society, moreover, the interests of 
the members of these different economic groups are often in 
conflict. There are serious conflicts of interest, for example, be- 
tween owners and workers, between management and investors, 
between farmers and the people of the cities, between those en- 
gaged in competing industries in such fields as transportation, 
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fuel, food, and the like, between factory and white-collar work- 
ers, between various regional and sectional groups with their 
specialized economic interests, between those who work in the 
public services and the taxpayers, as well as the ceaseless con- 
flicts between groups of producers and groups of consumers. 
All men, it is asserted, are inescapably motivated by these con- 
crete material interests, and a society therefore is not primarily 
a group of individuals bound together in a codperative search 
for truth and the common good, it is an affair of conflict and 
struggle between these major functional groups each seeking 
its own advantage. Human intelligence is not an abstract prin- 
ciple of reason; it is a tool of these mundane interests, and it 
operates as a weapon in the endless struggle of groups to defend 
and extend their economic interests. 

We also are told that we deceive ourselves if we assume 
that the democratic state is a neutral agency which can operate 
as an umpire above and outside of these conflicts, and which is 
able to pass impartially on the rival claims of these conflicting 
interests. [he men and women in the legislatures, in the execu- 
tive posts of the government, as well as the judges who serve 
in our courts, all come from these conflicting economic groups, 
and their conceptions of welfare—of the public good—are neces- 
sarily conditioned by the mentalities that their participation in 
these groups has bred in them. Indeed, they owe their very 
positions in the government to the activities and the votes of 
the members of these interest groups. It is therefore fanciful 
to suppose that a society dominated by these economic pressure 
groups can ever subordinate them sufficiently to make the main- 
tenance of a system of free inquiry, free discussion, free educa- 
tion, and free elections an object of common concern. 

Clearly there is much of substance in this criticism, and 
any theory which seeks to interpret democracy as the deliberate 
effort to institutionalize revolution must take account of the stub- 
born facts in which this criticism is grounded. It must be recog- 
nized at the outset that if free education is to rest on a solid 
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foundation, it will not ground its enterprise in a conception that 
presupposes man is a creature of pure reason, devoted to the pur- 
suit of the true and the good independent of the imperatives of 
human existence. Human beings are creatures of interest, not 
disembodied spirits, and the pursuit of truth in and of itself can 
never be made a substitute for the processes by which men get 
their bread, their security, and their opportunity for a share of 
the good things of life. 

But the real issue is not whether man is a creature of in- 
terests, nor whether society is marked by conflicts not only be- 
tween economic groups, but between racial, religious, nationality 
and cultural groups as well. These things are obviously a basic 
part of the picture, and any social or political theory that denies 
or ignores their reality has no claim on the attention of serious 
men. 

The crucial issue, however, is whether the presence of 
conflicting interest groups in a society really cuts the ground 
from beneath the democratic faith in a free society that main- 
tains itself through the continuous and peaceful reconstruction 
of its ways of living. Much depends, of course, on our precon- 
ceptions about democracy. If we assume that the democratic 
conception presupposes a society in which all conflicts between 
interest groups have evaporated, because the members of all 
these groups have abandoned their special interests and per- 
spectives in a common devotion to something called the “public 
good,” it is apparent that democracy is a fanciful theory not in 
harmony with the realities of human existence. On the other 
hand, if we recall that democracy did not emerge as the result 
of wishful thinking, but is rather the product of an actual his- 
torical movement that developed within the context of bitter 
struggles between human groups, we may reach a very different 
conclusion about its present prospects. We shall then view de- 
mocracy not as an alternative or substitute for social struggle, 
but rather as the best means men have devised for the conduct 
and the control of the human struggle. Viewed in historical 
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perspective democracy appears as a form of government that does 
not ignore the struggle between interest groups, but seeks to 
order that struggle within a basic political and legal framework. 
It tries to introduce intelligence into the struggle by getting the 
various groups to take a broader view of their interests. It also 
sets up a common authority that establishes rules that define and 
punish unfair practices in the pursuit of the struggle, and it 
seeks to nurture those common interests and loyalties that 
confine the struggle to peaceful and lawful—non-violent—pro- 
cedures. Democracy, thus interpreted, is still in the nature of 
an experiment—not an assured thing—but it denotes an experi- 
ment of the greatest moral and practical significance. 

It is important for educators to recognize that democracy 
is an actual historical movement and that it was evolved from 
within the clash of human interests. A democratic society is not 
a society of self-less men and women; it knows no “public good” 
that is anything other than the good of the members of its 
various component groups. These members have interests that 
bring them into severe conflicts with one another, and they often 
have divergent conceptions of the general welfare and the means 
by which it is to be promoted. But the distinctive thing about 
a democracy is that it seeks to adjust these differences, not by 
suppressing them by the police power of the state, but by pro- 
viding opportunity for the conflicting groups to present their 
respective claims to the public as a whole. ‘The policy that finally 
achieves the support of the majority of the elected representatives 
of the people becomes the public policy. This policy gains its 
ascendance by convincing members of the various sub-groups 
that under the existing circumstances it is superior to all alter- 
native proposals in its provision for their interests. Devotion 
to the public good is thus not a devotion to an abstract principle 
of reason and morality; it is devotion to “the greatest good of 
the greatest number.” But this is a real devotion and it makes 
its exacting moral demands on the members of all sub-groups, for 
the greatest good is determined not by a privileged, “elite” group 
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acting for the people, but by the people themselves. The people 
determine the “common will” of their society not by automatic 
reliance on tradition, not by resort to force and the “smashing 
of heads,” but by inquiry, criticism, discussion and resort to the 
ballot and the “counting of heads.” The guiding principle in 
a democratic society is that all shall have opportunity to present 
their needs and their views to their fellows, but that any group 
which seeks to get its views adopted by suppressing the views 
of others is breaking with the morality of the democratic process 
and is therefore to be condemned and its views held suspect. 
Only those views—whether supported by ecclesiastical, military, 
business, labor, farm, lay, or professional groups—which are 
willing to meet competition in the open field of public discus- 
sion are considered to be worthy of the confidence of the public. 

The procedures that govern the development of policy, 
also apply in principle to the selection of officials—to the mak- 
ing and the remaking of the group that constitutes the govern- 
ment. We primarily determine the general pattern of our public 
policies by the people we select to enact and administer our 
laws. In a democracy, at stated times, the leaders of the govern- 
ing administration must go to the people, stand on their record 
in office, and compete with the candidates of rival parties in a 
free election for the right to continue to govern. If a rival group 
polls a majority of the votes, the authority and the leadership 
of the government is transferred into its hands. Even during 
their period in ofhice, the leaders of the administration must sub- 
mit their policies and proposals to the criticism of opposition 
groups. These opposition groups are an inherent part of the 
democratic system of government. ‘They have their legally recog- 
nized status and functions. They cannot be suppressed without 
the destruction of the very foundations of the democratic state, 
for the legalization of an opposition is one of the elemental marks 
of a democratic society. 

It is asserted, by some, that this democratic system can 
work only so long as it confines itself to the detailed reform of 
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existing institutions—that it could not survive were it to attempt 
basic reconstruction of the major institutions of a society. In our 
period, this has generally meant that a democracy would destroy 
itself should it seek to change or supplant the capitalist system of 
private ownership. According to these critics, the ultimate loy- 
alties of a people are not to the processes of an open, democratic 
society, but to their property interests, and a democracy survives 
simply because it evades this economic conflict—the deepest con- 
flict of interests of our time. Certain groups on the “left” have 
a dual reason for rejecting the idea that any democratic society 
can reconstruct the basis of its economy by peaceful and legal 
means. They assert that in view of the present concentration 
of wealth, and the great power the owners of this wealth exer- 
cise over all means of communication—press, radio, moving-pic- 
tures, theater—it is utopian to suppose that a majority could ever 
become sufficiently informed and unified by democratic educa- 
tional and political procedures to support a program for the 
socialization of the basic means of production. These spokes- 
men of the “left” also assert that even assuming such a majority 
could develop and were finally to succeed in electing an ad- 
ministration pledged to a program of drastic reconstruction of 
the economy, the transformation could not be achieved because 
the owners of productive property would in that event use their 
vast economic power to protect their interests against the acts of 
the duly constituted political government. In other words, these 
“left” groups dogmatically assert that the conception of the 
“institutionalization of revolution” is unreal, because no en- 
trenched economic class would ever consent “to its own erosion” 
by legal, peaceful means. It would resort instead to some type of 
direct counter-revolutionary action. 

In this connection, recent developments in the social and 
political life of Great Britain are worthy of careful study. With 
the organization of the Labor Party during the first decade of 
this century, the people of Great Britain have had a political 
party frankly committed to the principle of the socialization of 
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the major means of production. In spite of gloomy predictions 
this Labor Party was not suppressed. On the contrary, it grad- 
ually grew to become the official opposition of His British 
Majesty's Government, and its parliamentary head was voted 
a salary for his services as leader of the official opposition. As a 
result of its economic program and its long campaign of adult 
education, the Labor Party increased its supporters and finally 
won a decisive victory in the general election at the close of the 
Second World War. ‘The overriding issue in that crucial elec- 
tion campaign was precisely that of the socialization of major 
means of production. ‘The victory was the more remarkable be- 
cause it was won over the Conservative Party, a Party whose 
standard-bearer was Winston Churchill, the man whose cour- 
ageous, able and resolute leadership had played such a crucial 
part in the struggle to save Britain and the civilization of West- 
ern Europe from the brutal forces of Hitler. 

Once the results of the general election were known, Prime 
Minister Churchill sought an audience with the British King 
and turned in the seals of his office. He did this with full knowl- 
edge that the Labor Party which would succeed him in office 
was prepared to undertake a vast program of socialization. By 
conforming to the established legal procedure, Winston 
Churchill and his associates of the Conservative Party demon- 
strated their loyalty to the morality of democracy. Deep as was 
their allegiance to the capitalist system, the conservatives dis- 
closed by their actual deeds that their ultimate loyalty was not 
to a particular institutionalized form—the system of private own- 
ership of productive property—but rather to those democratic 
procedures by which the will of a people is defined, and its rep- 
resentatives are duly elected and clothed with the authority of 
government. Obviously, high political and moral maturity is re- 
quired of any people thus to make the principles of democracy 
sovereign in their life practices, but without this devotion to 
democratic procedures, the values of a free society cannot be 
preserved. 
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One of the first responsibilities of the schools in a demo- 
cratic society is to nurture the young in the historical perspec- 
tives, the loyalties, the techniques and the attitudes that blossom 
into this kind of political maturity and social morality. 


§ 5. Teachers and The Morality of Due Process 


It is apparent that the schools can nurture the young in the 
ways of life and thought of a democracy only as the teachers 
who direct their modes of experiencing and learning are devoted 
to those ways. Inasmuch as a democratic society is an open 
society committed to the processes of free inquiry, it is natural 
that teachers should be numbered among its sturdy supporters 
for in addition to their general interest in the democratic way 
of life, their own professional interests and activities lead them 
to cherish the values of freedom of thought and expression. We 
have already emphasized that lay educational authorities have a 
responsibility to support their teachers against those pressure 
groups who permit their interest in some existing system of belief 
and practice to lead them to demand that the freedom of teachers 
be curtailed. An open society has a dual reason for keeping its 
schools open to all of the processes that make for human en- 
lightenment. ‘There can be no adequate exercise of that “con- 
tinual and fearless sifting and winnowing by which alone the 
truth can be found” in a society in which research and teaching 
are subordinated to forces external to them. Nor do the young 
have a real opportunity to learn the ways of freedom in an edu- 
cational system that denies its teachers freedom to teach. 

But the teacher in the educational institutions of a de- 
mocracy has his responsibilities as well as his rights. Freedom 
of the teacher in research and publication as well as freedom 
to discuss his subject in the classroom, carries with it the re- 
sponsibility for the teacher to be accurate and forthright in his 
statements, to have regard for the views of those who differ 
with him, and to take due account of the degree of maturity of 
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his students. The teacher is also under the continuing obliga- 
tion to give his pupils knowledge of the considerations of fact 
and value upon which his conclusions are based. In brief, the 
teacher is responsible to observe all those standards which com- 
petent scholars have discovered are essential to the maintenance 
of objectivity in both inquiry and teaching. The first concern 
of the teacher in a democracy is not to win disciples to his ways 
of thinking, but to nurture the resourceful and independent 
mind that can progressively accept responsibility for its own 
judgments. 

During this period of social change and transition a fur- 
ther question has been raised about the freedom of the teacher. 
Suppose as a result of his studies a teacher becomes convinced 
that a socialist economy is required to secure that equality of 
condition essential to a democracy, and that he also believes 
this socialist economy is opposed by such powerful interests it 
can never be achieved by peaceful, constitutional means, but 
only through resort to direct, revolutionary action,—should this 
teacher be maintained in his educational position? The instance 
cited raises two questions: the nature of the right of revolution, 
and what, if any, limits should be put on tolerance in a demo- 
cratic society. 

Many eminent Americans have agreed with the view ex- 
pressed in Lincoln’s first inaugural address that whenever the 
people “grow weary of the existing Government, they can exer- 
cise their constitutional right of amending it, or their revolu- 
tionary right to dismember or overthrow it.” It should be noted, 
however, that although Lincoln clearly affirms the right of revo- 
lution, he is careful to distinguish it from a constitutional right. 
Indeed in a subsequent message to the Congress, Lincoln 


declared: 


Our popular government has often been called an experiment. ‘Two 
points in it our people have already settled—the successful establishment 
and the successful administering of it. One still remains—its successful 
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maintenance against a formidable internal attempt to overthrow it. It is 
now for them to demonstrate to the world that those who can fairly carry 
an election can also suppress a rebellion; that ballots are the rightful and 
peaceful successors of bullets; and that when ballots have fairly and con- 
stitutionally decided, there can be no successful appeal back to bullets; 
that there can be no successful appeal, except to ballots themselves, at 
succeeding elections. Such will be a great lesson of peace: teaching men 
that what they cannot take by an election, neither can they take by war; 
teaching all the folly of being the beginners of a war.* 


The net conclusion would seem to be, as Madison stated, 
that the right to revolution is a moral, not a legal, right, and 
whoever plans to exercise it should be ready to take the conse- 
quences in case his revolutionary effort fails. ‘The appeal to bul- 
lets in place of ballots may be morally justified under certain 
conditions, but no constituted democratic authority can or 
should be expected to recognize itself as a tyranny and to give its 
protection to those who conspire to destroy its established ways. 
In brief, tolerance is not an absolute in a democratic society— 
a democracy recognizes and legalizes the position of minority 
and opposition groups in its total procedures, but it demands 
that these minority groups rely upon persuasion and various 
forms of peaceful action to attain their ends. 

But does the principle that thus defines and limits the right 
of political action groups also apply to the rights of belief? If 
so, what becomes of freedom of inquiry, and the freedom of 
the educator in a democratic society? Freedom of inquiry is 
necessarily suspect in any regime that prescribes in advance 
the conclusions that must be reached by those who inquire. 
Nor can the effort of teachers to nurture the young in the moral 
worth of peaceful, democratic procedures be morally effective 
if both parents and pupils are aware that any teacher is subject 
to immediate discharge once he entertains doubts about the ade- 
quacy of these procedures. If the young are to have confidence 

* Abraham Lincoln, The Message to Congress in Special Session, 1861. 


Cited in Bernard Smith, The Democratic Spirit (New York, Alfred A. Knopf, 
Inc., 1941), p. 416. 
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in the integrity of those who guide their learning, they must not 
be encouraged to develop the cynical impression that their teach- 
ers are under coercion in the beliefs that they seek to communi- 
cate to them. As our Courts have on occasion recognized, there 
are important reasons for distinguishing between ideas and overt 
political deeds, and a democracy would do well to keep those 
teachers in their positions who sincerely believe that direct action 
may be required to achieve the life conditions essential to eco- 
nomic democracy. These teachers, however, have their responsi- 
bilities: they must be prepared to make their views public, to 
define the considerations of fact and of value on which they 
are based and to join in discussions with their students and their 
fellow teachers concerning these issues. In the last analysis, the 
freedom of the teacher is grounded in the faith of the public 
in the worth of the processes of inquiry, public discussion and 
criticism, and therefore no teacher can be exempt from the 
moral requirements of these public or socialized methods that 
are also the essence not only of democracy but of science and 
scholarship. 

The foregoing has its implications for teachers who are 
connected with totalitarian political groups. At the present time, 
most people recognize that a Fascist teacher, that is, a teacher 
who is a member of a secret conspiratorial group operating as 
the agent of the leaders of a Fascist state, has no right to a po- 
sition in the schools of our country. More uncertainty exists, 
however, about the status of the rights of a teacher who is a 
Communist, for the Communist Party is now recognized as 
a legal party in many of the states. Some educational authorities 
take the position that a teacher should not be discriminated 
against because of his membership in any political party of legal 
standing. But this is to hold that the standards governing those 
who are to introduce the young to our democratic way of life 
should not be other than those obtaining in the general political 
life of the country. This view may be the correct one, but it is 
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certainly not self-evident.’ A growing number in the educational 
profession are convinced that Communists do not now meet 
the essential educational standards of a democratic society. 

Unfortunately, the issue is beclouded because of the loose 
way in which the term “Communism” is frequently used. ‘There 
are those who are ready to label any person as a “Communist” 
who desires to bring about any change in the existing institu- 
tions of our society. It is clear from the foregoing analysis that 
those who condemn all efforts at reconstruction as subversive 
are themselves guilty of subverting some of the most funda- 
mental of our democratic procedures and values. Democracy 
commits suicide whenever it lets those who favor established 
arrangements organize pressures that suppress and terrorize those 
who work in good faith to adjust our institutions to changing 
life conditions in order that they may better serve the life in- 
terests of the people. Indeed it is fair to say that the deepest 
threat to our democracy at the present time comes from those 
reactionary forces who in order to protect their privileges would 
turn our country into a closed authoritarian system. Parents and 
teachers must organize to protect the schools from attacks by 
these repressive groups. But educators also would do well at 
the same time not to underestimate the threat to democracy 
that is involved in totalitarian political practices on the so-called 
“left.” If teachers are to enjoy the confidence of the public, they 
must convince the public that they are for democracy, and that 
they are prepared to defend the cause of democratic education 
against all who would subvert it, whether they be Fascist or 
Communist. 

As here used, the term “Communist” is restricted to those 
who are adherents of the world Communist movement. There 
is such a world Communist movement and this movement has 


° This is the position of the American Association of University Profes- 
sors: Its Committee “A” states, “so long as the Communist Party in the U. S. 
is a legal political party, affiliation with that party in and of itself should not 
be regarded as a justifiable reason for exclusion from the academic profession.” 
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clearly shown that it has certain incontrovertible features. For 
the adherents of this world movement, the first value is the 
Communist fatherland, and their controlling purpose is the 
achievement of world Communism through the protection and 
the extension of the interests of the Soviet Union and the coun- 
tries now associated with her. 

In the second place, there is much evidence to show that 
the governing policies of this movement are made and controlled 
by the leaders of Soviet Russia, not by the leaders of the various 
national Communist parties in the non-Communist countries. 
Consider, for example, the shift in position of the American 
Communists. During the past ten years they have been for the 
popular front in support of collective security against the aggres- 
sions of the Fascist nations; following the Soviet-Nazi Pact in 
1939, they were opposed to all efforts such as lend-lease and uni- 
versal military training that would help America get ready for 
her part in the world struggle; when Hitler invaded Russia two 
years later, the American Communists reversed their position, 
ceased fomenting strikes and stopped chanting the “Yanks are 
not coming’; they became instead super-patriots in the effort to 
mobilize America for full industrial and military participation 
in the war against the Fascist powers. Once Russia came under 
attack, the war against Hitler and Mussolini was no longer an 
imperialist war. When the war was over and America and Rus- 
sia began to have differences about the patterns of the peace, 
the American Communists again attacked our foreign policy as 
imperialist war-mongering, and created an independent political 
movement to punish Truman for his support of the Marshall 
Plan for aid to Western Europe. 

In the third place, the world Communist movement believes 
that it is in a holy war with the rest of the world. Its revolu- 
tionary end is held to justify any means required to win this 
war for what it considers the exploited people, and these means 
include concentration camps, slave labor for political dissenters 
and prisoners, the practice of wholesale deception, persistent 
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conspiracy under the protection of civil liberties, savage attacks 
on social-democratic political movements and non-Communist 
labor leaders, character assassination, and whatever else will help 
in the struggle to confuse and divide the forces that do not 
unite with them. 

Finally, the world Communist movement is a disciplined 
movement ruled with an iron hand by those who hold the of- 
ficial positions. No member can remain in good standing who 
refuses on the demand of the leaders of the Party to subordinate 
his mind and conscience to the line imposed from above. Loy- 
alty to science and scholarship, to his colleagues in trade union, 
political party, school or college, as well as devotion to the in- 
terests of his own nation must all be made to conform to the 
world revolutionary cause as defined and redefined by the men in 
the Kremlin, and obediently accepted by the American Com- 
munist leaders. The wholesale repudiation by the American 
Communists of their former cherished leader, Earl Browder, is 
but one illustration of the power of this dictatorial control from 
abroad. 

It is highly doubtful if the reasons of expediency that 
prompt certain of our leaders to call this movement an authentic 
American political party have been adequately considered. The 
desire to keep the movement above ground can be understood, 
but certainly great moral confusion is brought into the life of 
the American people, particularly its youth, when we accept the 
practices of the Communist Party as in harmony with the mor- 
ality or the freedoms of the democratic way of life. 

In any case, it is difficult to see how the educational sys- 
tem of our country can accept adherents of this world Com- 
munist movement as qualified to teach in our schools and to 
share in the introduction of the young to the American way 
of life. They are compelled by their allegiance as Communists 
to abandon the principles of science and scholarship whenever 
the Party line defines the “truth” in any given sphere; they must 
also change their views on social, political, and cultural matters 
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whenever the line of their Party changes. They are forced by 
their membership in a conspiratorial group to conceal their real 
views and thus to deprive their pupils and their fellow teachers 
of the opportunity to share in honest discussion with them about 
subjects that are of the most basic concern. Nor is this all. Com- 
munists are actually possessed of a dual citizenship but, unfor- 
tunately, their citizenship in the land in which they live is 
subordinated in all crucial matters to their citizenship in the 
world Communist movement dominated by Soviet Russia. 
Whatever may have been the case earlier, no teacher at 
the present time, intellectually competent to guide the young 
of our country, can be ignorant or innocent of the essential 
characteristics of this world Communist movement. He, there- 
fore, can no longer be excused on the ground that his devotion 
to social justice and the welfare of the underprivileged led him 
innocently to become party to its activities. It is also clear that 
the morality of world Communism is in deep conflict with the 
morality of an open democratic society and those who are the 
adherents of the Communist morality are not qualified to nur- 
ture the immature in the practices essential to the American 
democratic way of life. Particular care must be exercised in the 
procedures by which a teacher is judged to be a Communist, but 
if it becomes clear beyond all doubt that he is a member of this 
movement, the educational profession should not seek to protect 
him in his effort to remain a teacher in the American school.® 
As we shall indicate in a later chapter, codperation between 
the United States and the Soviet Union is essential to world 
organization and peace, but this codperation will have no stable 
foundation so long as the Soviet Union maintains and utilizes 
this world conspiratorial movement. The sooner the democra- 


® Since the above was written, both the Commission on Educational Re- 
construction of the American Federation of Teachers, and the Educational 
Policies Commission of the National Education Association, by unanimous vote 
have declared that membership in the Communist Party involves a surrender of 
intellectual integrity that unfits a person to discharge the duties of a teacher in 
American democracy. 
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cies of the world demonstrate that the attempt to divide and 
disrupt them by the use of these totalitarian political practices 
is not to succeed, the better the chance for genuine world 
organization. 
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GHAPTER X 
The Morality of Function 


E HAVE emphasized that deliberate education is best 

understood when it is viewed as a social undertaking. 
It is social not simply in the sense that a school system is always 
maintained and controlled by a human group living at a definite 
time and place, but also in the deeper sense that the modes of 
life and thought of this cultural group inescapably condition 
both the purposes and the content of its program for the nurture 
of the young. ‘The more therefore we know about the structure of 
a society and the process by which it changes, the better we shall 
be able to understand the nature and réle of organized education. 


§1. The Organic Nature of Culture 


A society is neither an organism nor is it a mere aggrega- 
tion of discrete interests and practices. Its various activities— 
technological, economic, social, political, scientific, artistic, re- 
ligious and educational—have mutually conditioned one another 
in a common process of social development, and as a result they 
now function as an interrelated whole. In the totality of the 
ways of any human group no factor plays a greater réle in shap- 
ing the pattern of the whole than its ways of making a living. 
As new inventions and techniques modify the ways by which 
a people makes its living, correlative adjustments have to be 
made in its system of social and political institutions. These 
changes in economic, social, political, and legal arrangements 
call, in turn, for changes in the group's conception of the rights 
and responsibilities of individuals and thus involve its basic 
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moral code. Eventually, the program and emphases of the school 
are modified so as to take account of these transformations in 
the ways of living and in the moral outlooks of a society. 

Although the above account of the general pattern of social 
change is in the main accurate, it tends to minimize the positive 
role of the non-material aspects of a culture. The knowledge 
and the moral attitudes of a people as well as their social and 
political institutions are not the mere passive “effects” of a self- 
regulating and predetermined process of technological and eco- 
nomic development; they also play a real part in shaping the 
course of cultural evolution. Thus a democratic social system 
committed to the worth of all men will adjust to the life condi- 
tions of industrialism in a pattern quite different from that of 
an autocratic system ruled by a class who considers “the masses” 
to be mere instruments of its interests and purposes. Both of 
these social systems will have to be modified in order to take 
account of the factor of economic interdependence that neces- 
sarily results from power production, but their respective social 
philosophies will profoundly influence the pattern of their re- 
sponse to this change in the ways of making a living. 

Nor is it necessary that each cycle of significant change in 
a society begin with new inventions in the technological and 
economic realm. As the recent experience of the Soviet Union 
shows, it is possible for a group equipped with an understanding 
of the developments in modern science and technology in other 
lands to use its own agencies of government and education in 
order to bring about revolutionary changes in its inherited modes 
of production. In our interdependent world we may expect that 
this tendency of cultural groups to borrow from the discoveries 
and practices of other societies will increase. It is also possible that 
the réle of technological and economic factors may become less 
decisive in social affairs as man’s control over nature expands, 
and the problem of production becomes less coercive. Up to the 
present there has been a strong tendency for a more efficient 
system to supplant a less efficient system of production. This 
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may not forever continue to be the case. If the social costs of 
“efficiency” become too great, other considerations may play a 
more important réle. A democratic planning society conceivably 
could decide that sheer technical efficiency in production is only 
one of a number of factors that should be taken into account — 
in the determination of the further evolution of its affairs. Pres- 
ent tendencies in city and rural redevelopment programs indicate 
that considerations of human decency and comfort are already 
playing a larger réle in the total process of social development. 
As men become more aware of all the forces that influence their 
lives social evolution may become more consciously purposeful. 
Indeed, the moral implications of the concept of social planning 
may be fully as important as the economic. 

The crucial point for the educator to grasp is that in 
any culture, the geographical, technological, scientific, eco- 
nomic, social, political, and moral factors are so interrelated that 
important developments in any one of these factors tend to 
spread to involve the others. The recognition that these depart- 
ments are interrelated and mutually condition each other in 
the evolution of the life of a people does not, however, involve 
a denial of the central réle of the ways of making a living in the 
affairs of a society. Man does not live by bread alone, but he 
cannot live without bread. And every department of human 
activity has its economic foundation. A human society is indeed 
much more than a group of people codperating in a common 
effort to make a living, but the beginning of realism and wisdom 
in our thought about the human enterprise is to perceive that if 
a society is to survive, it can never be less than a shared way of 
making a living. 

The problem of the good life remains what it always has 
been, the problem of achieving and organizing a common way 
of making a living which at the same time provides a basis for 
making a life worth the living. As we have seen, human beings 
achieve their development through the modes of their function- 
ing, and their modes of functioning carry the greatest potentiali- 
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ties for personal growth and satisfaction when they are socially 
useful or productive. Today, our conception of productive work 
needs to be broadened, but we are convinced that it is in some 
form of socially useful activity, not in a mere passive enjoyment 
or a private use of leisure, that men will experience the richest 
opportunity for growth. The good life for the individual still 
remains a function of a community so organized that all of its 
members are sustained and sustaining partners in a diversified 
program of productive activity. Living as members of an inter- 
dependent human group, one of our deepest personal needs is 
to have the sense that we belong to the group and are needed 
in the activities by which the group maintains itself. Hence, 
the most searching test to be applied to any society is the func- 
tional test—that is, the measure of its success in providing op- 
portunity for its members to engage in some recognized form of 
socially productive activity. 


§ 2. The Need for a More Functional America 


The discussion thus far has been couched in general terms, 
but it has its important implications for life and education in 
contemporary America. Our lives are disordered and uncertain, 
because our ways of making a living are disordered and unstable. 
Today many are insecure because they are not confident our 
country has a place for them in its productive activities. Many 
also are not sure that much which they now are asked to do in 
order to make a living is really necessary or desirable from the 
social point of view. Undoubtedly one of our deepest moral 
problems is to restore life significance and stability to our basic 
means of livelihood. ‘This problem has both its international 
and its domestic aspects. 

In this new atomic age, our major forms of production do 
not nurture an adequate sense of security and meaning in those 
who participate in them, because these activities are believed to 
be geared to a war economy. The average worker fails to find 
genuine life significance in a program of national production 
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that is organized for the purpose of waging another world war, 
not even if the war be one of national defense. Many are there- 
fore uniting in the demand that the vital interests of our own 
country be coérdinated with those of humanity as a whole. This 
demand is involving us as a nation in a search for an alternative 
to war through a workable system of world organization. ‘The 
bearing of this effort to develop a genuine system of collective 
security on the present task of American education will be ex- 
plored in a later chapter. So long as we are haunted by the fear 
of an atomic war it will be difficult for the people of our country 
to clothe their life activities with full human meaning. 

Our concern in this chapter, however, is with the domestic 
phase of the problem of production and employment. As a peo- 
ple we have much to do if we are to restore order and moral 
meaning to our own American ways of making a living. This 
problem of domestic reconstruction, moreover, is organically re- 
lated to the larger problem of world security and peace. ‘The rec- 
ord shows that industrial nations which fail to organize their 
increased productive powers so as to provide all of their own 
people with opportunity for steady work and an adequate in- 
come, have a strong tendency to try to resolve their domestic 
social and economic difficulties by a program of imperialistic and 
militaristic adventures. The outlook for the human race would 
be dark should America with its vast economic potential resort 
to this alternative in order to conceal its failure to solve its own 
internal problem. Many now believe that one of the most im- 
portant contributions our country can make to world order and 
peace would be to resolve its problem of developing an economy 
that can sustain production and employment. 

This task of economic reconstruction has its important edu- 
cational aspects. We have already indicated that the problem 
of providing jobs and security for workers in their jobs is at heart 
a moral problem. But by designating the problem as a problem 
in morals, we do not intend to imply that it is one which can 
be resolved by simply working on the hearts and minds of in- 
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dividuals taken apart from the institutions in and through which 
they live. The school program for the nurture of individuals 
becomes formal and sterile whenever its guiding purposes are 
not wrought out in terms of actual life circumstances. 

The re-ordering of our ways of educating the young there- 
fore must be associated with the efforts of the American people 
to re-order their ways of making a living. No program of demo- 
cratic education is worthy of the name which refuses at this 
time to accept responsibility for discovering the implications for 
individual human beings of the vast changes which the rise of 
industrialism has brought into our means of livelihood. Respon- 
sible nurture of the young must now take account of the new 
framework of life conditions that has been in process of develop- 
ment for many decades. The plain fact is that in the life ar- 
rangements of interdependent, industrial America, the morality 
of our historic system of economic individualism and the morality 
of our democratic system of respect for the individual human 
being have come into deep conflict. Unfortunately, the Ameri- 
can people—businessmen, laborers, farmers, and members of 
professional groups—have not as yet achieved a common theory 
of welfare to serve in the place of the pioneer, individualistic 
philosophy which has become an irrelevance and an encum- 
brance. 

A past that has largely disappeared from our ways of mak- 
ing a living, still lingers on as the operating pattern of morality 
in the life of the American people. Education can do its part to 
nurture the necessary new morality only as it grasps the nature 
of this split between the ways in which we live, and the social 
philosophy by which we seek to order our collective affairs. ‘To 
overcome this split, a reformulation of the meanings of democ- 
racy must be achieved. This effort at reformulation will be less 
arbitrary and dogmatic if it takes account of certain factors in the 
historic experience of the American people—factors which have 
led us to associate the principles of economic individualism with 
the moral meanings of American democracy. 
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§ 3. A Nation of Freehold Farmers 


One of the most powerful influences that has operated to 
determine the life attitudes of the American people is the fact 
that we began our experiment in democracy as members of a 
relatively small human group in a continent of rich and unde- 
veloped natural resources. Indeed, it was this vast domain of 
uncultivated land, together with the physical isolation from 
Europe, that largely accounts for the failure of European feudal- 
ism to reproduce its hierarchical patterns in the new world. For 
more than 300 years of its history, America has been a country 
marked by an open frontier. During this long period, free land 
on the frontier meant that opportunity for a new start in the 
struggle for a life of economic independence and freedom re- 
mained literally open to the rank and file of the American peo- 
ple. Thus the older and more developed regions were kept in 
a state of continuous competition with the harsh but “free” 
conditions of life in the frontier West. 

Life in a country with an open frontier left its imprint on 
the psychology of the American people. As ‘Turner has empha- 
sized, it accustomed us to look upon change as a normal phase 
of human affairs. For many generations Americans lived as 
members of a society that was constantly renewing its social 
arrangements as the zone of habitation steadily moved across the 
continent. ‘The view that all social and governmental institutions 
are human instruments came more readily to those accustomed 
to the formation and the reorganization of their social and gov- 
ernmental agencies in order to meet the needs of their changing 
life situations. 

The vast reaches of the virgin territory, the relatively large 
holding of the individual farmer, along with the fact that roads 
were few and poor, tended to encourage each farmer to live on 
his own farm, and thus in America the farmstead also became 
the homestead. For most of its history, America has been a 
society composed of these rugged, independent families, each 
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living a sovereign life on its own piece of land. Gouverneur 
Morris is reported to have said in the Constitutional Convention 
of 1787 that “nine-tenths of the people are at present free- 
holders.” 

American democracy in both its social and political aspects 
was a product of these favoring economic conditions. ‘These free- 
hold farmers of the new Republic were not governed by an out- 
side bureaucracy. Such governmental officials as they had were 
selected from their own ranks and most of these officials continued 
to cultivate and to live off their farms during their term in office. 
Custom provided for the regular rotation of many of these oflices 
among the different farmers of the district. What held for those 
in political office was also true of many in the professional 
services—even clergymen and judges were expected to provide 
most of their livelihood from their work on their own farms. 
Alexis de Tocqueville who visited the young Republic in 1831- 
32 begins his classic work on Democracy in America with a 
statement about the remarkable equality of condition prevailing 
among the people, and the influence of that fact of equality upon 
their life attitudes and institutions. He reports: 


Among the novel objects that attracted my attention during my 
stay in the United States, nothing struck me more forcibly than the general 
equality of condition among the people. I readily discovered the prodigious 
influence that this primary fact exercises in the whole course of society; 
it gives a peculiar direction to public opinion and a peculiar tenor to laws; 
it imparts new maxims to the governing authorities and peculiar habits 
to the governed. 

I soon perceived that the influence of this fact extends far beyond 
the political character and the laws of the country, and that it has no less 
effect on civil society than on the government; it creates opinions, gives 
birth to new sentiments, founds novel customs, and modifies whatever it 
does not produce. The more I advanced in the study of American society, 
the more I perceived that this equality of condition is the fundamental 
fact from which all others seem to be derived, and the central point at 
which all my observations constantly terminated." 


1 Alexis de Tocqueville, Democracy in America, American Edition, Vol. I, 


edited by Phillips Bradley (New York, Alfred A. Knopf, Inc., 1945), p. 3. 
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The America of the freehold farmer was not only a functional 
society marked by an unprecedented equality of condition, it was 
also well suited for the growth of faith in certain of the central 
doctrines of economic individualism. Although the principles of 
the laissez-faire system were not first developed in the United 
States, it is doubtful if any other people has given them such 
sincere and whole-hearted acceptance. As a result of their own 
life experiences, Americans were inclined to interpret democracy 
as a way of life that was grounded, on its economic side, in the 
practices of individualist enterprise. Indeed, many Americans 
have been disposed to regard the principles of economic individ- 
ualism as the definition of the essential moral foundation of a 
free society. We shall examine, in the next section, major ele- 
ments in this individualistic theory of economy and government 
along with factors in the experience of the freehold farmer 
which made it easy for him to view this system as nature's own 
system for the organization of human affairs. 


§ 4. Private Enterprise in the Economy of Self-Sufficient 
arms 


One of the primary principles of economic individualism 
holds that each man naturally seeks the improvement of his own 
condition, and, since each person is the best judge of his own 
interests, he should be left free to work out his own means for 
taking care of himself and his family. 

This principle was certainly foundational in the faith by 
which men lived and managed their affairs in pioneer and agrar- 
ian America. Each family had its own plot of land, and it deter- 
mined what should be done for the development and the use of 
this holding. It decided, for example, where the house, barn and 
other buildings should be located. It determined their number 
and style as well as the kind of materials from which they should 
be constructed. Each family also worked out its own plans for 
clearing the land of forests, for the drainage of low-lying places, 
for the maintenance of a water supply, and for the cropping of 
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its fields and the pasturing of its livestock. It decided the number 
of horses, cows, sheep, and pigs that should be raised, as well as 
the size of its various poultry breeds. Appropriate places were 
also reserved and prepared for the family orchard, the various 
patches of berry bushes, and the vegetable and flower gardens. 
The farm was also a manufacturing establishment. The 
men made and repaired most of their own tools and furniture 
in the farm workshop, while the women made the clothing, the 
bedding, the rugs, the curtains, and similar household articles 
from cloth processed by their own hands from raw materials 
produced on the farm. In sum, the family-farm was, in the main, 
a self-sufficient economic unit—its food, clothing, fuel, shelter, 
furniture, tools, utensils, and adornments were largely supplied 
through the industry of parents and children in the fields and 
in the home. As one writer has remarked of this pioneer farmer 
“how little he bought, and how much he continued to supply 
his wants by home manufacture would astonish this generation.” 
Nor was this economic individualism and independence of 
the farmer an expression of a mean and selfish life attitude. 
These self-sufficient farmers were rugged individualists, both in 
activity and in thought, but they were good neighbors possessed 
of generous sympathy for their fellow pioneers. ‘They were ever 
ready to help a fellow farmer in time of illness or other emer- 
gency, and they codperated in many tasks, such as the raising 
of the frame of a building, which were more than the members 
of an individual family could easily manage by themselves. ‘They 
worked together in providing some form of common defense 
against all who sought to prey upon them; they codperated in 
the construction and maintenance of a common system of roads; 
they had their district school, their common religious meeting 
house, and their simple forms of government. But all of these 
codperative activities of the community were incidental—each 
family was expected to stand on its own feet and to assume 
primary responsibility for its own livelihood and for its own 
advancement. In this important respect, the pattern of pioneer 
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and agrarian America was in accord with that of the system of 
economic individualism. 

Another basic faith of economic individualism is that 
through the automatic operation of natural economic laws, each 
individual is necessarily rewarded in proportion to his industry, 
his foresight, his managerial ability, his endurance, and his will- 
ingness to deny himself immediate pleasures and results for 
long-run improvements and satisfactions. 

In the society of freehold farmers this conception of a self- 
regulating system of economic and social justice seemed to be 
abundantly confirmed by experience. ‘The farmer who had a 
long-run plan for the clearing of his land, and who worked year 
after year to extend the fields available for cultivation, was al- 
most sure to be rewarded for his foresight and his industry. So 
also were there material rewards for the farmer who built up his 
land by the efficient manner in which he plowed, cultivated, and 
fertilized it. Better returns were secured by the thrifty farmer 
who kept his granary, hay-shed, machine shed, and his barns for 
the livestock in a state of good repair. Hunting, fishing, and 
trapping were approved as an auxiliary source of food and cloth- 
ing material, but the average farmer held in frank contempt the 
shiftless fellow who permitted the pleasures associated with these 
activities to usurp the time that was needed for the steady im- 
provement and cultivation of his farm. 

Charity was available for the neighbor who suffered illness 
or accident, or who had his buildings destroyed by natural calam- 
ities over which he had no control such as fire, flood, and wind- 
storm but the hard-working, thrifty pioneer had little respect 
for the man who was in need because he had a tendency to loaf 
instead of giving attention to his business. ‘The puritan maxim 
that “God helps those who help themselves” was deeply woven 
into the moral consciousness of those who were engaged in the 
unremitting struggle to make a living in the primitive and harsh 
conditions of the frontier. Gradually as the battle with nature 
was won, and the farmer was able to look out on his fertile fields 
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of growing grain, on his green pastures in which ample herds 
of horses, cattle, and flocks of sheep were grazing, and on his 
barns and other buildings freshly painted and securely equipped 
to care for the harvest and the livestock during the cold winter 
months, it was natural for him as owner and operator to associate 
this prosperity with his own individual ability, thrift and enter- 
prise. The condition of a man’s farm was accepted as a genuine 
index of his worth—a man was worth that which he had accu- 
mulated. 

~~ A third major principle of economic individualism is that 
property is the fruit of the toil and sacrifice of the individual, 
that the right to hold property is a natural and inalienable right, 
and that this right of property is foundational to all other human 
rights. 

This tendency to identify property with human personality 
came easy for the American pioneer. In his world there was an 
abundance of free land, and a homestead was available for the 
person who was prepared to qualify for a claim. But a “claim” 
on the raw frontier became a home and a piece of productive 
property only through the labor, sweat, hardship, and sacrifice 
of the pioneer. In the free competition of frontier and agrarian 
America, property was literally the fruit of the toil of the in- 
dividual human being. As a result of his own care, labor, plan- 
ning, and self-denial a piece of virgin land had been taken from 
the state of nature and turned into a human habitation and a 
means of human livelihood. ‘Thus it was widely believed that 
a man owned that which he had earned. 

Nor was this struggle for property in any important sense 
a sordid scramble for material gain at the expense of one’s fel- 
lows. For the most part, the pioneers were struggling to subdue 
nature, not one another. ‘They made common cause against those 
who sought to exploit them. Nor was the struggle for the home- 
stead a petty struggle, devoid of larger social significance. As the 
farmer beat back the forests, or turned the wild lands of the 
prairies into fields suitable for cultivation, he was doing his part 
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to lay a foundation for a more secure and abundant life for the 
generations that were to come after him. He worked and sacri- 
ficed in the thought that he was making a home and providing 
a means of livelihood for his children, and for his children’s 
children. For many a pioneer, his farm was more than a physical 
thing, it was a symbol of the future—of the good life that was to 
come. In brief, his farm was the concrete evidence of the value 
of his career—the visible expression of his own achievement. It 
was not only the source of his own security, it was also the as- 
surance of a livelihood for those who were to follow him. Any- 
thing that would take his farm from him would also take the 
security as well as much of the meaning from his existence. 
| Another basic principle of economic individualism is that 
the social good is the sum of the goods of all the individual mem- 
bers of society, and that this social good requires no government 
to promote it; it is the inevitable by-product of an economy in 
which each individual concentrates and consecrates his energies 
to the single-minded pursuit of his own material gain. 

A government of minimum functions was the natural cor- 
relative of a social order composed of relatively equal and self- 
sufficient farmers. The freehold farmer wanted no government 
agency to plan, regulate, and supervise his activities. He pre- 
ferred to be on his own. He knew the conditions upon which his 
welfare depended, and he and the members of his family had 
direct control over most of these conditions. Since he bought and 
sold very little, his security and welfare were not subject to the 
vicissitudes of uncertain national and world markets. Much of 
the little trading he engaged in was on a person-to-person basis 
and, for the most part, he had opportunity for first-hand inspec- 
tion of the animal, the tool, the piece of dry goods or the building 
material he got in exchange for his own produce. 

The members of the farm family were both producers and 
consumers, and they deliberately planned their production to 
serve their needs as consumers. Differences of opinion might 
develop, of course, between husband and wife, and between 
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children and parents about how they should administer their 
affairs, as well as about the specific life-ends for which any sur- 
pluses should be devoted, but they neither wanted, nor required, 
any help from the agents of government in the adjudication of 
these domestic disputes. Each family stood on its own feet, and 
it gladly accepted responsibility for the conduct of its life affairs. 
It was able to do this because the main factors that conditioned 
its livelihood were under its immediate control, and if it failed 
to take advantage of its opportunities, its own members were the 
ones who suffered the consequences. 

On the whole the system worked well. Life opportunities 
were restricted, but there was a basic security. Farmers knew 
want when seasons were unfavorable, but they knew nothing 
of want in the midst of plenty. Nor did they suffer the physical 
and spiritual consequences of unemployment, for there was al- 
ways work of one sort or another for everybody on the home- 
stead farm. Children were economic assets in this agrarian 
society, and they were early assigned their own responsible tasks 
in the productive work of household and farm. In a self- 
contained farm-unit in which whatever was grown or made was 
for use, there was no need for government inspectors to protect 
against adulterated foods, or to make sure that the family got 
articles of good quality. ‘The longer manufactured articles lasted, 
the better, for no one was interested in a rapid turn-over of 
goods. Pride of craftsmanship was a constant in the productive 
work of this functional, family economy. 

Government, to be sure, did have its necessary functions. 
It was important that there be a public agency to keep original 
land titles clear, and to keep accurate records of the various trans- 
fers of titles through sale and inheritance. As regions developed, 
it became necessary to provide for protection through duly con- 
stituted public officers, although these officers often required the 
codperation of volunteer deputies to establish the authority of 
the law. Highways were built by codperation of the farmers 
interested, but some authority was required to define just where 
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these highways were to run, and to make sure that all did their 
full part to maintain them. Much of the education of the young 
was achieved through responsible participation in the life activi- 
ties of the farm and neighborhood, but there were certain skills 
such as reading, writing, and arithmetic which could be better 
taught in a common school, and this school was generally a 
public institution, maintained by a tax levied on all. But on the 
whole these rugged farmers were not for strong government, they 
desired to see its functions kept to a minimum. 

In sum, in a society of self-contained freehold farms there 
was much of truth in the view that the public welfare would be 
essentially cared for if each individual devoted himself to the 
single-minded pursuit of his own material gain. He could get 
ahead economically only as he improved his farm, and as he 
improved his farm he advanced not only the well-being of his 
own family, but the wealth of society as well. But the autono- 
mous unit of this freehold economy was the family on its own 
holding, and this family lived not in and by the operations of a 
complex price and market system, but through the deliberate 
planning of its productive activities to satisfy life needs. In agrar- 
ian America, the interests of owner, manager, laborer, and con- 
sumer were unified because these interests were the interests of 
one and the same human group. The members of the productive 
family group all lived in and by their functions. ‘These functions 
involved the ownership of productive property, but the property 
was operated by its owners as a means for making a living and 
a life, not primarily as a means of profit through the exercise of 
control over the life activities of others. These families living in 
and by means of their relatively autonomous productive func- 
tions were in most matters clearly the best judge of their own 
interests. They needed no governmental authority to direct, in- 
spect and coérdinate their processes of life and labor. 

It is not surprising that the American interpretation of 
democracy should have been deeply influenced by these life ex- 


periences of a pioneer people. It was natural for a society of free- 
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hold farmers to develop the sturdy conviction that a democracy 
denotes a society in which individuals accept full responsibility 
for their own welfare, that the public good is the necessary by- 
product of an economy in which each family concentrates on 
the pursuit of its own private affairs, that a system of private 
ownership and enterprise is a just system that automatically re- 
wards each family in proportion to its industry, foresight, en- 
durance, and thrift, and that the best government is a govern- 
ment of minimum powers which exercises its police functions 
to maintain an environment of security and peace within which 
individuals can work out their own destinies and be protected in 
their property and the fruits of their labor. 

But the America of the freehold, self-sufficient farmer has 
gone. Long before the frontier disappeared from American life 
at the close of the last century, much of America had become 
industrial, commercial, and urban in character. ‘Today only about 
one-fifth of our people are directly engaged in agriculture, and 
many farms are now operated by workers who do not own them. 
During the past century as a result of mechanical inventions and 
industrial organization the amount of energy available per person 
in the United States has been multiplied more than forty fold, 
and this in spite of a vast increase in the population. This shift 
from the agrarian, handicraft culture based on the energy of 
human beings, work animals, windmills and waterwheels to the 
culture of the power machine factory production is now under- 
way in all parts of the world. It is one of the most momentous 
changes in the history of mankind and it is making necessary 
a re-assessment of many things long considered axiomatic in the 
life of man. 

This transformation in the modes of living has its peculiar 
significance for the United States because it has destroyed the 
essential features of those pioneer conditions of life in which 
our individualistic conception of democracy was developed and 
bred into the life outlook of the American people. Our actual 
practices have already departed radically from these historic 
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forms, but our new and interdependent ways of living will re- 
main discordant, uncertain and insecure until they are given 
moral reénforcement through the acceptance of a more socialized 
conception of the pattern of our democratic way of life. Educa- 
tion has its important part in the development of this new moral 
orientation. 


§ 5. Old Faiths and New Conditions of Life 


The economy of the self-sufficient farm was marked by a 
basic security, because each family produced most of that which 
it consumed. Standards of living were not high, but people felt 
secure because they had direct control over the essential means 
of their livelihood. Jobs were available for old and young if they 
were willing to work, and if a person was unemployed there 
were sound reasons for assuming that the responsibility was 
primarily his. Hard times undoubtedly occurred in the periods 
of panic and depression of the nineteenth century, but it was 
easier for individuals to adjust to them by leaving the town and 
factory for work on the farm, or for a homestead on the frontier. 
In other words, in agrarian America there was considerable eco- 
nomic and social justification for the doctrine that each person 
is the best judge of his own interests and should be left free to 
work out his own means for taking care of himself and, his 
family. ‘The individual could assume this economic responsibility 
because he was so largely economically independent. 

Today our standards of living are higher in many respects 
and the productive capacity of the nation has been greatly ex- 
panded. We have achieved this high productive level by the use 
of power machinery, and the power machine has resulted in a 
mode of specialized mass production that has eliminated the 
economy of the self-sufficient farm. Today, even the one-fifth 
of our population who are farmers operate in a commercial and 
industrial environment. Agriculture itself is specialized by re- 
gions and we have wheat farms, cotton farms, corn and hog 
farms, as well as a wide variety of fruit and garden truck farms. 
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Most of the products of these specialized farms are sold on the 
market, and even the farm family now buys much of its food, 
most of its clothing, and practically all of its tools and machinery, 
household furnishings, building materials and the like. With 
growing mechanization the tendency for farms to increase in size 
still persists, although with rural electrification and improved 
all-service tractors the possibility of maintaining the family farm 
is good, if we are ready to plan for its welfare. 

Farming in many parts of the country still remains a way 
of life, and the farmer is a productive craftsman primarily inter- 
ested in his life function. But that way of life is no longer eco- 
nomically self-sufficient, for agriculture is now an inherent part 
of a national and world system of finance and trade over which 
the single farmer has no real control. An abundant crop today 
does not necessarily mean prosperity for the farmer’s family, and 
no group of the population suffered more severely during the 
prolonged depression of the ’thirties than did the farmers. Many 
of them even lost their farms, a further evidence of the extent 
to which they have lost direct control over the means of their 
livelihood. 

But, as we have indicated, whereas at the time of the found- 
ing of the Republic nine-tenths of our people were freehold farm- 
ers, four-fifths of them are now involved in ways of making a 
living that are non-agricultural. ‘They work in factories, mills, 
and offices, they live in great cities, and they are utterly depend- 
ent on the steady functioning of a vast network of interdepend- 
ent activities for the means of their existence. Most of them work 
for large impersonal corporations and some of these continental 
and world enterprises own more productive property than is 
found within the borders of many of our states. A number of 
these corporations also employ more workers and have more peo- 
ple dependent on the wages they supply than were found in the 
realms of many of the former monarchs. In spite of these mo- 
mentous changes in our economy, we still cling to the official 
theory that production is primarily a private affair. If the direc- 
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tors of a corporation do not consider market conditions favorable 
to their interests, they are under no obligation to operate at a 
loss in order to maintain production and employment. 

As a result our society is haunted by a chronic sense of in- 
security. These millions of urban and industrial workers are 
conscious that the historic economic and social theories do not 
correspond to the facts of their present existence. They realize 
that operating as single individuals, or families, they literally 
have no sure means of providing for their livelihood. Indeed, 
they are not even confident that they shall have a job of any 
sort. I'o assume that in this interdependent, industrial America, 
the individual functioning singly and alone can carry the respon- 
sibility for his own welfare is to make an assumption that is 
without foundation. ‘The right to a job when there is no job, the 
right to start in a business of your own when the concrete means 
of launching the business are not available, the right to buy in 
a free market when one has no effectual purchasing power, and 
the right to live in a great urban center when its essential service 
can be disrupted by the arbitrary decisions of private groups— 
rights such as these have been shown to be empty affairs. ‘The 
lack of alternatives and real opportunities in their environment 
can put human beings under a coercion fully as cruel as that 
exercised by the tyranny of an autocratic ruler. 

The basic point is that human responsibility and human 
freedom cannot be dissociated from power to control. In order to 
recover some measure of control over their means of existence, 
these factory and office workers are abandoning a fictitious per- 
sonal independence, and they are uniting in labor organizations 
so that they can bargain collectively with the heads of these giant 
corporations. ‘This right to associate has at last been given legal 
sanction by our legislatures and courts, but the belief that or- 
ganized labor should be condemned as a form of conspiracy is 
still retained by certain rugged enterprisers who pretend to be 
concerned for the freedom that membership in trade unions has 
taken from the individual worker. Significant and important 
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from the standpoint of democratic values as is this movement for 
the organization of labor, it is evident that in and of itself it is no 
complete answer to the problem of security in affairs of livelihood. 
The future réle of functional pressure groups in our society will be 
examined in the concluding section of this chapter. At this point 
we desire to emphasize that the American people need a new 
interpretation of the freedoms and responsibilities of individuals 
which will take adequate account of the interdependent char- 
acter of the conditions under which all now live. Security and 
freedom for individuals can be achieved in industrial America 
only by the creation and utilization of positive economic and 
social means. Without the development of forms of deliberate 
and coéperative control, the economic security that is basic to 
human freedom cannot be had. In brief, if we are to make our 
democratic respect for the individual human being a living thing, 
we must supplant our historic system of economic individualism 
with some form of socialized planning and control. We dare not 
accept the defeatism of those who assert that the road to plan- 
ning is the “road to serfdom”; individual initiative and freedom 
are quite compatible with a system of codperative planning car- 
ried on within a framework of policies established by the govern- 
ment acting as the representative agency of the whole public. 
Industrialism has other tendencies which also must be con- 
trolled if we are to preserve the values of our democratic way of 
life. Power production under a system of unregulated private 
accumulation has resulted in a concentration of wealth and 
power that has seriously undermined equality of opportunity in 
our country. American democracy, as we have seen, was born 
in a freehold agricultural economy marked by an unprecedented 
economic and social equality. ‘The assumption has been that this 
condition of equality would be maintained if men were left free 
to manage and to develop their own property holdings. In a 
society of freehold farms in which the individual owner man- 
aged and cultivated his own piece of land this expectation had 
reasonable social roots. But in present-day industrial society oper- 
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ating through the instrumentality of the corporation the nature 
of private property has been transformed. About go per cent of 
our manufacturing is no longer carried on by individuals or by 
partnerships of individuals; it is provided by corporations. In 
fact, without the corporation form of management the huge 
sums of money needed for many of our continental transporta- 
tion and industrial undertakings simply could not have been 
attained. 

But as students of the problem have emphasized, under the 
corporation the functions of ownership and management have 
tended to become separate. As a result of this fundamental “split 
in the atom of property,” it is now possible for a person to own 
extensive properties that he has never even seen, and to share 
in the profits of enterprises to which he contributes nothing 
whatsoever in the way of direction and management. Con- 
versely, as the records of many corporations demonstrate, it is 
possible for management through a system of non-voting stock, 
and proxy control, to enhance its own power and returns even 
at the expense of the owners. In brief, in our corporate age, the 
historic assumption that property is the product of the toil and 
the thrift of the owner, that the owner is best qualified to con- 
serve and manage his own property, and that in a free system of 
competition rewards would be distributed in terms of the pro- 
ductive and social contribution of each individual, has little of 
substance to support it. In an economy of giant corporations, 
exercising virtual monopoly control in their fields, and managed 
by directors and executive staffs who own but a small fraction 
of the stock, there is no longer any significant correlation be- 
tween the income an individual owner or investor receives and 
the contribution that he makes to production. Indeed, in many 
of our industries the workers who operate the machines and 
tools know much more about the enterprise on which their liveli- 
hood depends than do the people in whom legal ownership re- 
poses. 

A century after Alexis de Tocqueville made his classic com- 
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ment on the remarkable equality of condition prevailing among 
the American people, the Brookings Institution brought out a 
report on family incomes in the United States. Their figures 
have never been seriously challenged, and they show how radical 
is the inequality which has developed under the corporate form 
of property ownership in our mass production industrial econ- 
omy. 

The 11,650,000 families with incomes of less than $1,500 received 
a total of about 10 billion dollars. At the other extreme, the 36,000 families 
having incomes in excess of $75,000 possessed an aggregate income of 
9.8 billion dollars. ‘Thus it appears that 0.1 percent of the families at the 


top received practically as much as 42 per cent of the families at the 
bottom of the scale.” 


We are frequently told by the spokesmen of the private 
enterprise system that the right to own productive property is 
fundamental to all of our other rights, both political and civil. 
If there be truth in this assertion, then it is clear that something 
must be done to restore an economic foundation for the liberties 
of the American people. ‘Today most American citizens directly 
own and manage little or no productive property. The above 
figures clearly indicate that a system of unregulated private 
ownership and enterprise can no longer be relied upon to main- 
tain the condition of equality which was the original economic 
basis of our democracy. 

Nor should we follow those who attribute our economic 
troubles and insecurities to the machine, and who ask us to turn 
our backs on science and invention in order to return to the 
simplicities of the freehold farm economy. That primitive and 
simple mode of living has gone beyond recall, and for better or 
worse we must now work out our destinies within the frame- 
work of the complex conditions of industrial society. The power 
age, moreover, has its positive side; it has its resources as well as 
its problems, its possibilities as well as its coercions. It has made 


* Report of the Brookings Institution on America’s Capacity to Consume, 
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available the material means for overcoming the age old eco- 
nomic problem of producing sufficient food, clothing, and 
shelter. Indeed, the power age has given us more than this, for 
the science and technology that give the promise of abundance 
have also contributed the means of providing richer cultural 
opportunities than even the most utopian dreamers ever believed 
were to be enjoyed by human beings. As yet few grasp the vast 
possibilities in the use of atomic energy for peaceful purposes 
of production. 

To make actual these new possibilities, however, we must 
accept the fact that we have entered a new age. In this new age, 
new conceptions of human welfare, of human and property 
rights, and of the means of human security and freedom must 
be formed to replace those which were developed in pioneer 
America. Great tasks for the pioneer remain, but today these 
tasks lie primarily on the social, not the physical, frontier. We 
need to discover and create the means by which a life of equality, 
peace and freedom can be made secure in the interdependent 
world of power production. One of the primary tasks of demo- 
cratic education in our generation is to help the young achieve 
a mind that is consonant with the life imperatives and possibili- 
ties of this new age. 


§ 6. Democratic Values and a Functional Society 


Men have learned to be suspicious of those whose general 
professions of faith are negated by the actual tendencies in their 
daily practices. We therefore would do well to be on our guard 
against the advocates of economic individualism, for all of its 
major organized groups of supporters—business, labor and agri- 
culture—now reject in their own actions some of its most basic 
principles. For example, economic individualism assumes that 
the individual is the ultimate unit in economic affairs, and 
should be left alone to promote his own interests. Businessmen, 
laborers, and farmers, all show by their faith in group action that 
they have lost their earlier confidence in the capacity of the 
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single individual to care for his interests. ‘The members of each 
of these major functional groups now seek to attain many of 
their most important ends through large-scale organizations, and 
they also are increasingly demanding that affairs in their par- 
ticular sphere of the economy receive the aid of government. 

Economic individualism also affirms that the best means of 
promoting production and of securing justice for all of the vari- 
ous types of producers is to rely on the unregulated exchange 
of goods and services in the open-market. Indeed, the theorists 
of the private profit system have long asserted that competition 
is nature's own law, and any attempt to regulate the operation 
of supply and demand is to abort benevolent natural processes. 
Despite this alleged deep faith in competition as the law of life 
each of these major functional groups now does its best in its 
own sphere to supplant competition with monopoly control, and 
to substitute an administered price and wage system for the un- 
regulated adjustments of the competitive market. 

Business is the most vocal of the different propagandists for 
“free” enterprise and this may be partly due to the fact that it 
was the first of all the functional groups to desert in its concrete 
demands the principles of the free-market system. Much of 
American industry developed under the protection of favoring 
tariff laws, and our railroads, mines, lumber, and oil industries 
were made possible through generous allotments from the na- 
tional domain to private interests. Banking has had the friendly 
help of the government all through its history, and bankers have 
done much to control currency and governmental means of credit 
to their own advantage. The business of shipping has all along 
sought cash subsidies and other substantial aids from the govern- 
ment. During the long depression of the ’thirties many of our 
greatest corporations were kept solvent through government aid 
administered through the Reconstruction Finance Corporation 
and a vast program of public work projects. ‘Through relief doles, 
loans to private agencies, and these public work programs the 
government functioned to maintain a demand for goods which 
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individuals by themselves could no longer supply. Through the 
U. S. Chamber of Commerce, the National Association of Manu- 
facturers, the American Bar Association, and the American Bank- 
ers Association, as well as through the public relations agents of 
the various individual industries, the interests of business have 
been consistently represented in all of the state capitals and at 
Washington. Through unremitting pressure business has fought 
to get the particular laws enacted that it desired, and it has also 
fought to keep off the statute books the various legislative pro- 
posals that it considered unfavorable to its interests. 

After years of bitter struggle, labor has also won the right 
to organize. Today it has achieved a power that puts it in a posi- 
tion to bargain on more nearly equal terms with business inter- 
ests. Organized labor has also long been active at the state and 
national level on behalf of legislation to protect the interests of 
workers. Through its initiative and support we now have laws 
that put a floor under wages and a ceiling over hours, that give 
special protections to women and children in industry, that pro- 
vide insurance and compensation for accidents, that require pro- 
tection against dangerous machinery, and which provide for 
government inspectors in factories, mines, meat-packing plants, 
food processing industries and the like. Labor has united with 
other groups in the struggle for old-age benefits, for a compre- 
hensive social security system, for public housing, for welfare 
and unemployment benefits, for public education, public health 
programs, public parks, playgrounds, libraries, and similar social 
welfare agencies. Although labor leaders join with business men 
to proclaim the virtues of free, private enterprise, they neverthe- 
less struggle to get that control over the market for workers that 
gives power to determine the conditions of labor for the individ- 
ual members of their trade unions. One may perceive that with- 
out this development of labor through organization and the 
power of collective bargaining we should have sunk to serfdom 
in industrial America, and still recognize that the welfare of 
labor in the long run rests with the maintenance, not the re- 
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striction, of production, and that labor’s historic weapon of the 
strike is becoming a very costly and unpredictable method of 
procedure in our interdependent and tenuous industrial civili- 
zation. 

Farmers are also losing their confidence in the ability of 
the individual to care for himself and they likewise show an 
increasing tendency to function in national organizations. 
Through their expanding producers and consumers codperatives 
they seek to exercise some measure of direct control over the 
system of manufacture and distribution upon which so much of 
their livelihood now depends. Farmers have long benefited in 
the care of their land, livestock, and crops, from the magnificent 
experimental work of the Department of Agriculture of the 
Federal Government, as well as from the important services car- 
ried on by the experimental stations in the various states. As 
farmers have observed the aggressive measures taken by both 
business and labor to get the agencies of government to provide 
for their special interests, they also have moved to strengthen 
their own state and national political pressure groups. As a result 
the agricultural lobby is today quite strong, and farmers will 
never again sit idly by while their farms are taken from them 
by an impersonal but ruthless deflationary process that drastically 
cuts the prices of the agricultural products they have to sell, but 
which fails to bring commensurate reductions in the prices of 
those industrial products they have to buy. Unfortunately, in the 
case of the farmer, as with the other powerful pressure groups, 
economic interests and political measures are often narrowly 
conceived, and they also tend to seek security through the re- 
striction rather than the maximization of production. 

In fine, in contemporary industrial America we now func- 
tion economically not primarily as individuals, but rather 
through huge corporations, through business and banking asso- 
ciations, through powerful labor organizations, through various 
farm organizations including a farmers’ union, through various 
professional associations, as well as through codperatives and 
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other consumer organizations. The principle of a state of mini- 
mum, police-power functions has given way in actual practice. to 
the social-service state, and the government also operates a vast 
system of administrative and regulatory bodies. Our life is in 
fact associational in character, but we lack a guiding social and 
political philosophy that takes open account of the corporate 
nature of our present ways of making a living. 

In spite of these various practical adjustments we still ad- 
here in theory to many of the old dogmas of economic individ- 
ualism, and we seek to justify the new forms of economic 
practice by explaining that they are all undertaken in the inter- 
ests of the historic system of private enterprise. 

As a result of our failure to develop a more adequate social 
philosophy, we are intellectually and morally on the defensive. 
Our generation appears to be unable to deal with its problems in 
the bold spirit of our forefathers who proclaimed that institutions 
should be “altered or abolished” when they failed to meet the 
needs of living men. We tend to fear the instrumentality of gov- 
ernment—we pass laws under the coercion of new life conditions 
that authorize public agencies and corporations such as the ‘Ten- 
nessee Valley Authority, the Public Housing Authority and the 
Rural Electrification Authority, and then we condemn as bureau- 
crats and ridiculous “brain-trusters,” the individuals appointed 
to administer these agencies. Our legislatures often refuse to 
appropriate the funds required to carry on the very functions 
they have sanctioned by their own acts. We still assume that 
production and employment are essentially private affairs; we 
tend to regard social and economic planning as an evil, and 
many oppose as regimentation and enslavement all efforts to 
coérdinate and direct the various parts of our economy. In spite 
of the many bitter things we have suffered we officially hold to 
the view that the public welfare is best advanced by an unregu- 
lated process of competition and conflict between the major 
economic interests. As a consequence, the leaders of these groups 
are frequently forced against their better judgment to fight for 
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narrow, sectarian interests without regard for the effects of their 
factional and partial proposals on the health and stability of the 
economy as a whole. 

We have, as yet, provided no solid means by ited the 
basic functional groups—business, labor, agriculture, and the 
various professions—can openly and systematically codperate in 
planning for the growth of our nation, for the steady mainte- 
nance of production and employment, and for the eflicient 
mobilization of our resources to meet great public needs such as 
housing, health, education, as well as the re-development of our 
cities and the great farming regions of the different river valleys. 
Everybody knows that the boom-bust pattern of an unregulated 
market system has become a menace in our highly integrated 
national economy, and we also know that our economy cannot 
continue forever to be disrupted by the suspension of basic 
services while management and labor settle their so-called 
“private” disputes. 

These things we know, but we hesitate to move to meet 
these problems. Controls, however, of one sort or another we 
must. have. Either these controls will be exercised by private 
groups serving narrow and class ends, or they will be exercised 
codperatively, through some form of representative national eco- 
nomic council operating under policies and laws formulated and 
periodically reviewed by the government acting as the agent 
of all. 

As we have emphasized the problem is economic, and it is 
therefore also moral in nature. Indeed, the moral elements in it 
are as fundamental as the economic. What is really at issue is 
whether our ways of making a living can be turned once again 
into ways of making a life. The means of livelihood in an in- 
dustrial society can become a way of life clothed with significant 
social meaning only as these means are codperatively planned 
and conducted in order to serve the needs of men, and are not 
permitted to continue as exploitive and speculative activities 
controlled by private groups for essentially private ends. 
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The foregoing has its implications for education. Our 
schools have long been torn between two moralities—the moral- 
ity of individual success as measured by pecuniary gain in the 
private competitive system, and the morality of individual suc- 
cess as measured by socially useful work consciously directed to 
the welfare of the whole community. It is time education made 
up its mind as to the kind of America it wants, and sought to 
educate the young on the basis of that integrated morality. 
American democracy was a product of a society in which the 
great mass of the people lived in and through their productive 
functions; it will recover meaning and vitality as it succeeds in 
reorganizing an economy in which all find security and oppor- 
tunity in codperatively planned functions that are recognized to 
be socially useful. 
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The Morality of Community 


HE young are educated not simply by the instruction given 

in the classrooms of the school but also by the manner in 
which the school itself is organized and its various activities are 
conducted. Nothing more clearly demonstrates that a program of 
deliberate education can never be a morally neutral undertaking, 
than the fact that each school is necessarily organized and ad- 
ministered according to some definite pattern. The maxim that 
actions speak louder than words holds with special force for all 
agencies concerned with the deliberate nurture of the young. 
All that we have learned about human development and the 
process by which life attitudes are formed, supports the view 
that concrete ways of living are more potent than moral preach- 
ments in the shaping of the character and the conduct of the 
young. 

We tend to learn that which we experience and it is im- 
portant for those who are committed to education in and for 
democracy to recognize that a school is inescapably a mode of 
experiencing. All of the ways of the school, moreover, enter into 
the experience of the young and they have their educative effect. 
A school, for example, may drill its children in the classroom to 
recite the creed that “all men are created free and equal,” but 
if the school is racially segregated, or on a “quota” system, or if 
it excludes from its social gatherings pupils of minority racial 
or religious groups, the children will learn that in actual life 
situations people are to be treated not as equals, but as “first” 
and “second” class citizens, A school may also constantly empha- 
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size in its curriculum and in its general assemblies that all who 
engage in socially useful work merit the full respect of a demo- 
cratic community, but if the members of the schoolboard as well 
as the community leaders who are invited to speak at special 
school functions always come from white-collar groups, the 
school will tend to breed in the young the impression that those 
who work with their hands are socially less significant than 
members of other functional groups. Or, again, a school may 
stress in its courses the moral superiority of a democratic system 
of self-government over all forms of dictatorship, but if its daily 
affairs are so conducted that its administrative officers deny both 
teachers and pupils any real share in shaping the life of the 
school, the children will be getting habituated to authoritarian, 
not democratic, patterns of living. In brief, a school can be a 
consistent and effective moral agency of democracy only to the 
extent that its ways of organizing and conducting its own affairs 
are in harmony with the democratic ideals it seeks to foster 
through its modes of instruction. 


§ 1. The Democratic Community and The Common 


School 


There should be no uncertainty about the moral right of a 
democratic society to use its schools to cultivate its characteristic 
patterns of conduct and thought in the lives of the young. A 
democratic society prizes individuality and human liberty, and it 
fosters diversity, not authoritarian uniformity, but we miscon- 
strue the nature of a free society, if we do not perceive that it 
could not exist unless its members were loyal to a common way 
of life. Individual freedom is real and significant, but it is a 
function of a democratic community, and that community is an 
organized form of group life with its definite and distinctive 
characteristics. We have already emphasized that the personal 
attitudes and behaviors that sustain this democratic community 
are not given in the native equipment of the young, they have 
to be acquired by the members of each successive generation 
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through a process of directed experiencing and learning. The 
Harvard Report on General Education in a Free Society quite 
properly calls attention to the fact that a democracy is more, not 
less, dependent than authoritarian social systems on the proc- 
esses of deliberate education. 


Democracy, however much by ensuring the right to differ it may 
foster difference—particularly in a technological age which further en- 
courages division of function and hence difference of outlook—yet depends 
equally on the binding ties of common standards. It probably depends 
more heavily on these ties than does any other kind of society precisely 
because the divisive forces within it are so strong. But, from what has been 
said, it is clear that this task of implanting common ties is far from simple.’ 


The task of nurturing the young in the basic outlooks and 
allegiances of a democratic society is truly “far from simple,” but 
it is as important as it is difficult. Indeed, the factors that con- 
ceivably could operate to divide the American people are more 
numerous than the above excerpt from the Harvard Report sug- 
gests. Our continental nation not only is marked by regional and 
occupational groups with different economic interests; it is also 
composed of peoples of different races and of widely different 
cultural, religious, and national backgrounds. We early resolved 
that the unity and the stability of our democratic community 
should rest, not upon a system of regimentation and indoctrina- 
tion, but upon a social policy of equal treatment and common 
respect that would nourish in each person an uncoerced devotion 
to the ways of life that are foundational in our system of self- 
government. 

The American people have long realized that we can enjoy 
unity without coercion only as we are prepared to struggle to 
establish and preserve the equal rights of all in the fundamental 
arrangements of our society. Loyalty to this conception of equal 
treatment for all prompted the founders of our Republic to 
incorporate in the Bill of Rights the principle of religious free- 


* General Education in a Free Society, Report of the Harvard Committee, 
(Cambridge, Mass., Harvard University Press, 1945), p. 12. 
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dom and the basic policy of the separation of church and state. 
As we have already indicated, our country has never had an 
official religious creed; it has no established church; Congress 
can make no law respecting an establishment of religion; no tax 
can be levied for the support of a religious institution; and the 
Constitution of the United States explicitly declares that no 
religious qualifications of any kind are required to hold any 
office or position of leadership in the government. In fine, Amer- 
ican democracy has been organized politically in the form of a 
secular state; our basic law makes religion a private, not a gov- 
ernmental, affair, and a person of any religious faith or no reli- 
gious faith is recognized as having the full rights of citizenship. 

During our colonial days we began to move from a theoc- 
racy to a democracy in the forms of our political life. We pro- 
gressively extended the right of citizenship from the Puritan to 
the Protestant, from the Protestant to the Christian, from the 
Christian to Christian and Jew, from Christian and Jew to the 
adherents of all religions and from the adherents of all religions 
to all men. Many believe that this evolution in the direction of 
a secular state that accepts all of its members, irrespective of 
religious outlook and affiliation, as qualified citizens marks a 
growing embodiment in our social and political order of the 
principle of the equal worth of all human beings. Nor does this 
acceptance of the ideal of the secular state imply any derogation 
of religion. On the contrary, this policy has the support of many 
church leaders who perceive that freedom of conscience in mat- 
ters of ultimate belief and allegiance is the only sound ground 
for the growth of spiritual religion. It should be remembered that 
in a society in which all religions are thus tolerated, all are also 
under the moral obligation to adjust their particular allegiance 
and practices to the principles of behavior that are required to 
preserve this community of freedom and tolerance. In this 
sphere, as in all others, rights carry their correlative obligations. 

Loyalty to the principle of equality has led the American 
people to other equally important decisions about the funda- 
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mentals of our democracy. It early led the various states to re- 
move property qualifications from the right of suffrage; it led us 
in time into a long and bloody war to abolish slavery and the 
subordination of the colored people to the white; still later it 
led us to extend the right of suffrage so as to make it include 
women as well as men, and we are now taking positive steps to 
eliminate discrimination in matters of employment, education, 
housing and similar cultural affairs. We are aware that the 
morality of a free community is negated whenever we permit 
factors such as religion, race, property, sex, or national origin to 
introduce discriminations into matters of citizenship and quali- 
fications for leadership in public affairs. American democracy is 
in a real sense an experiment in human brotherhood, and we 
realize that this experiment can be one of substance only as we 
succeed in maintaining a functioning equality of conditions. 

In the effort to make our experiment in social and political 
democracy succeed we have founded a public school to nurture 
this sense of community in the children of our country. The 
public school was established not only to equalize educational 
opportunity, but also to breed in the young the basic moral atti- 
tude which recognizes that human beings are human beings, and 
that the things they have in common are not less fundamental 
than those things which differentiate and articulate them into 
a variety of functional and cultural sub-groups. The public 
school has been expected to nurture this basic moral conscious- 
ness, not simply by its instruction of the young in the history, 
the laws, the political processes and the social ideals of our demo- 
cratic way of life, but also by the provision of actual opportunity 
for the children of the various component groups—economic, 
religious, and racial—to grow to respect one another by living, 
studying, working, and playing together. In other words, the 
common tax-supported school was deliberately founded in order 
to give the young a living experience of community along with 
knowledge of the history, the principles, and the institutions of 
democracy. 
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Undoubtedly, the public schools of our country have many 
limitations, but the American people would do well to recognize 
the great resource for our democratic way of life that is inherent 
in this program of public education. It is no small achievement 
to have developed a universal tax-supported system of schools 
which from nursery school to university is open to all on equal 
terms. Although the democratic principle of equality involves 
much more than mere equality of educational opportunity, it is 
nevertheless fair to say that this program of free public educa- 
tion has kept alive in all the members of our society the sense 
that “equality” is more than a mere word in American life. 
Inadequate as has been the financial support given the public 
school, particularly in recent years, the fact remains that it has 
been the institution of the public school which has made it 
possible for most of our children to attain the equipment re- 
quired to become competent members of our democratic com- 
munity. Nor is this all. Through their first-hand experiences in 
the common public school our children have learned the mean- 
ing of community, and in spite of the many “divisive forces” in 
our continental, industrial America, the public school has helped 
to nourish the consciousness that we are one people, and that 
through the continuing use of our democratic institutions we 
can resolve whatever problems beset us. 

Today, the American public school system encounters cer- 
tain difficulties as it seeks to nurture the youth of our country 
in a common way of living by providing all of them with an 
experience of living together. One of these difficulties grows out 
of the fact that the members of a number of religious and eco- 
nomic groups are not willing to have their own children attend 
the community school, and they increasingly seek to provide for 
their education in private schools of one sort or another. Ob- 
viously, to the extent that these groups withdraw their children 
from the common school, that school is prevented from giving 
American children the richest possible experience of community. 
Moreover, once parents begin to provide for the education of 
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their children in special private schools, it is inevitable that their 
interest in the welfare of the public schools begins to decline. 
Since the supporters of these private schools are becoming more 
militant and, in some cases, are demanding that these schools 
share in public educational funds, it is apparent that the Amer- 
ican people will have to re-assess the importance of maintaining 
a system of common schools in our democratic way of life. In 
the development of a public policy on this basic educational 
issue, the value of freedom for private groups, and the needs 
of the whole democratic community will have to be weighed 
in relation to each other. The right to differ is a basic demo- 
cratic right, but it cannot be turned into an exclusive and abso- 
lute right if we are to maintain the community which makes 
all of these particular freedoms possible. 

The public school confronts another and very difficult 
problem as it tries to nurture American children in this basic 
sense of community. Although our country has paid a heavy 
price to establish the principle that all men are equal before the 
law, our schools are not as yet equally open to all. In many 
American communities white and colored children are educated 
in parallel systems of racial schools, and frequently the quality 
of these two school systems varies greatly. Stubborn historical 
factors underlie this policy of racial segregation in education, 
and any efforts to improve the situation must take due account 
of regional and community mores. On the other hand, it can- 
not be doubted that any community which educates its children 
in segregated schools will have diffculty in nurturing them in 
the consciousness that in our democracy all men are of equal 
worth. There is abundant evidence that a sense of human 
solidarity does not easily develop in a community marked by 
gross discrimination. 

Each of the above tendencies raises problems that are 
highly controversial, but any serious discussion of education and 
morals cannot avoid the zone of controversy. In a democracy, 
education is expected to enlighten by dealing frankly and fairly 
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with those spheres in which our ways of living are in process 
of re-evaluation and reconstruction. And these areas of life in 
which reconstruction is underway are necessarily controversial 
in nature. 


§ 2. The Private Religious School and The Morality of a 
Free Society 


The American principle of religious freedom has neces- 
sarily meant that the public school, open to all children, and 
taught by teachers drawn from the various component groups of 
our society, could not be turned into an agency for the propa- 
gation of the doctrine and practices of any particular religious 
group. Hence the leaders of certain church groups, on occasion, 
have had difficulty in accepting the pattern of a common public 
school. In addition to the religious instruction given their young 
by family and church, the leaders of these organizations have 
wanted their children educated in a school in which every sub- 
ject would be permeated by their own religious point of view. 
In view of the variety of religious sects in our country, along with 
the fact that about one-half of our people are not affiliated with 
any church, it is not surprising that all attempts to satisfy this 
religious demand by having the public school teach a com- 
mon core of religious beliefs have failed. 

From time to time, Protestant groups have therefore sought 
to establish their own system of parochial schools, but most of 
these efforts have not met with solid response. Many of the most 
devout Protestant church members have all along preferred to 
have their children get their general education in the common 
public school. At the present time the Lutherans have the larg- 
est of these Protestant parochial school systems, but their church 
schools enroll but a fraction of their children, and many of the 
leaders of the church have openly opposed this effort to estab- 
lish a special system of Lutheran schools. 

On the whole, the Jewish groups have been strong sup- 
porters of the public school, and they have sought to provide 
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supplementary programs for the religious nurture of their young. 
In many communities the Catholics, Protestants and Jews have 
recently united to support the movement for released, or dis- 
missed, time. According to this plan, children are permitted 
to attend classes in religion conducted by their church leaders 
during a regular school hour. The program has met with criti- 
cism, and its ultimate standing has not as yet been decided, 
although the Supreme Court has already ruled that it is illegal 
to hold religious classes of this type in public school buildings. 

Of all the religious groups in the United States, the Roman 
Catholic Church has experienced the most difficulty in accepting 
the American pattern of the common public school.” As early 
as 1864, Pope Pius IX included in his Syllabus of Errors, the 
error of approval by Catholics of the public school “freed from 
all ecclesiastical authority, government, and interference.” Fol- 
lowing this pronouncement by the Pope, the Third Plenary 
Council of the American hierarchy formulated in 1884 the fol- 
lowing directives: 


Near each church, where it does not yet exist, a parochial school 
is to be erected within two years from the promulgation of this Council, 
and is to be maintained in perpetuum, unless the bishop, on account of 
grave difficulties, judge that a postponement be allowed... . 

All Catholic parents are bound to send their children to the parochial 
schools, unless either at home or in other Catholic schools they may 
sufficiently and evidently provide for the Christian education of their 
children, or unless it be lawful to send them to other schools on account 
of sufficient cause, approved by the bishop, and with opportune cautions 
and remedies.’ 


Although many of the clergy of the Roman Catholic 
Church are products of the American public school system, the 
Church has long been committed to the development of its own 
system of parochial schools to care for the education of its chil- 

2A good brief discussion of this problem is contained in John S. 
Brubacher, A History of the Problems of Education (New York, McGraw-Hill 


Book Co., Inc., 1947), Chaps. XI and XVII. 
* Quoted in op. cit., p. 563. 
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dren. After many decades of ardent effort, backed by the full 
moral authority of the Church, the Roman Catholic school sys- 
tem now enrolls about three million children: of these 2,151,000 
are in elementary schools, 475,000 in high schools and acad- 
emies, about 240,000 in universities and colleges, and 25,000 in 
Church normal schools and seminaries. In other words, this 
Church has now about 60 per cent of its children enrolled in 
Catholic elementary schools, and about 35 per cent in its Cath- 
olic high schools.‘ 

On occasion, this persistent effort of the Roman Catholic 
Church to provide for the entire education of all its own chil- 
dren in parochial schools has aroused opposition from other ele- 
ments in the population. Undoubtedly some of this opposition 
is a product of religious bigotry, but much of it is an expression 
of sincere concern by those who fear that should this segregated 
educational program become all-comprehensive, it would tend to 
breed undesirable cleavages and conflicts in the body-politic. On 
November 7, 1922, the people of Oregon, acting under the in- 
itiative provision of their Constitution, voted an amendment 
to the school law of the State that, in effect, made attendance 
at public schools compulsory for all children of elementary 
school age. ‘This law was challenged on constitutional grounds. 
It was finally declared unconstitutional by the United States 
Supreme Court on June 1, 1925. In its decision, the Court 
stated that “the fundamental theory of liberty upon which all 
governments in this Union repose excludes any general power 
of the State to standardize its children by forcing them to ac- 
cept instruction from public teachers only. ‘The child is not the 
mere creature of the state; those who nurture him and direct 
his destiny have the right, coupled with the high duty, to recog- 
nize and prepare him for additional obligations.” 

Encouraged by this decision, the leaders of the Roman 


*Enrollment figures given by the General Secretary of the National 
Catholic Education Association and published in The New York Times, October 


24, 1948. 
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Catholic Church have now begun to demand that their exten- 
sive and expanding parochial school system be recognized as 
an organic part of the total public educational system of the 
United States. The hope is that if the Catholic system of 
parochial schools can attain this official recognition, it will then 
be made eligible for its due share of tax funds. ‘The Catholics 
are particularly concerned to get this recognition included in 
any bills providing federal aid to education. Thus the official 
representative of the National Catholic Welfare Conference 
stated at a Senate hearing on a federal aid bill that “several 
times the Department of Education of the National Catholic 
Welfare Conference has appeared before Congressional commit- 
tees in opposition to measures providing federal aid to educa- 
tion.” But it could at last appear in support of the federal aid 
program because “this Bill recognizes that public and non-public 
schools are equally important in the educational system of the 
United States” and, furthermore, “in making disbursements of 
funds the national board of apportionment is instructed to con- 
sider the extent to which the burden of the educational needs 
of the state is borne by the non-public schools.” ® As yet no fed- 
eral aid bill has been passed and, now that the issues have been 
made clear, the opposition to the granting of public funds to 
private religious schools seems to be gaining in strength. 
Obviously, spiritual issues of the most far-reaching impor- 
tance are involved in this effort of our largest single religious 
group to provide for the education of all of its children in a 
separate system of Church schools, and to get the American 
government to vote funds for the support of these private re- 
ligious schools. ‘To the objection of many that this policy marks 
an abrogation of our principle of the separation of Church and 
State, the Roman Catholics maintain that this historic principle 
does not mean that the federal government cannot give aid to 
religious institutions, but simply that government aid must be 


° Hearings before the Committee on Education and Labor of the U. S. 
Senate, Seventy-Ninth Congress on $717, pp. 591-92. 
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given in such a way that it does not discriminate among the 
various church bodies. In support of this interpretation of the 
relation of church and state in our country, they point to the 
fact that the government now exempts church property from 
taxation, and that it provides the various churches with fire and 
police protection and other general public services. 

But the educational position of the Roman Catholics is 
also held to rest on deeper, moral grounds. The moral argu- 
ment runs somewhat as follows. It is in accord with the Divine 
plan that the young be instructed in the truths of religion. The 
Church is the trustee of this body of revealed truth, and there- 
fore the right of the parent to send his children to the schools of 
the Church is a moral, or natural, right. Indeed, this educational 
right is an organic part of the basic right of religious freedom, 
and this elemental natural right the government has neither 
the moral authority to grant nor to take away. The decision of 
the U. S. Supreme Court in the Oregon case is welcomed and 
approved, not because the government has the right either to 
grant or to prohibit religious schools, but because the decision is 
oficial recognition by the agency of final authority that the 
authority of the state is thus limited. It is argued by some Roman 
Catholics that the recognition of this right to establish private 
religious schools also puts the state under moral obligation to 
supply the financial means to make the right effectual. The in- 
justice of the present situation is frequently denounced by those 
who feel it compels Catholic citizens to pay taxes to support pub- 
lic schools and also to provide the additional funds required to 
maintain their own parochial school system. Notwithstanding 
this burden of “double taxation,” Catholic leaders point out 
that in many states their children are deprived of important 
social and educational services which are provided for all chil- 
dren enrolled in the public schools. 

The feeling of the hierarchy of the Roman Catholic Church 
in the United States about this matter was well expressed in its 
recent frontal attack on the conception of the secular state as 
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outlined in two recent decisions of the U. $. Supreme Court. 
These decisions deal with educational questions of “released 
time” and the right of the state to afford free transportation for 
children attending parochial schools. The statement of the 
Bishops of the Church was made public by the National Cath- 


olic Welfare Conference, November 20, 1948. It declares: 


The failure to center life in God is secularism—which, as we pointed 
out last year, is the most deadly menace to our Christian and American 
way of living. ... 

We ask a deeper appreciation of the contribution our institutions 
of higher learning are making to a Christian reconstruction of society 
and we urge a more generous support of their work. For if we as Christians 
are to do our part in restoring order to a chaotic world, Christ must be 
the Master in our classrooms and lecture halls and the Director of our 
research projects. ... 

Within the past two years secularism has scored unprecedented 
victories in its opposition to governmental encouragement of religious 
and moral training, even where no preferential treatment of one religion 
over another is involved. In two recent cases, the Supreme Court of the 
United States has adopted an entirely novel and ominously extensive 
interpretation of the “establishment of religion” clause of the First Amend- 
ment. This interpretation would bar any cooperation between government 
and organized religion which would aid religion, even where no dis- 
crimination between religious bodies is in question.® 


As many have pointed out, this statement of the prelates 
of the Roman Catholic Church gives a strained interpretation 
of the historic American principle of the separation of church 
and state. Their attack on the secular state is clearly formulated, 
as their own pronouncement indicates, in order to provide a 
moral and legal ground for “codperation between government 
and organized religion in the training of our future citizens.” 
The concrete meaning of this pattern of codperation between 
State and Church is frankly set forth in a resolution adopted 
at the 1949 annual convention of the National Catholic Edu- 
cation Association. This resolution recommends that 

* Excerpts from “The Christian in Action” a statement by the Roman 


Catholic Bishops in the United States, published in The New York Times, 
November 21, 1948. 
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Federal aid should be granted equitably to all schools which serve 
the public good. Otherwise the very survival of private and church-related 
education will be imperiled by the favored position and virtual monopoly 
of public education. Such a development would tend to destroy that 
freedom of education which is fundamental to the individual’s right to 
attend a school of his own or his parents’ choice.’ 


This resolution, as is the case with all pronouncements of 
the Roman Catholics on this educational question, gives central 
emphasis to the right of the parents to decide the school in which 
their children shall be educated. But in actual practice this 
means that freedom of the parents to choose the school for their 
children is deeply influenced by the clergy of the Roman Cath- 
olic Church, for as the Statutes of the Diocese of Indianapolis 
state: “Where a Catholic parochial school exists, parents ordinar- 
ily violate the general Canon law of the Church if they send 
their children to public or non-Catholic schools. If they persist 
in this violation, they sin gravely and cannot be absolved until 
they make proper adjustment within the Ordinary through the 
Pastor.” In this whole matter, the American Roman Catholics 
are acting in accord with a policy made in the first instance by 
the recognized world authority of their Church.® 

Fortunately, not all American Catholics share these educa- 
tional views of their own Church leaders. Many Catholic lay- 
men believe that their Church has the right to maintain its 
own schools, but that its demand for public funds to support 
these private religious schools is not well grounded. ‘They con- 
sider that this demand is contrary to the First Amendment of 
the Constitution which stipulates that “Congress shall make no 


* Resolution adopted at the 46th Annual Convention of the National 
Catholic Education Conference, Philadelphia, Pa., April 22, 1949. 

® Since the above was written, Cardinal Spellman of the Roman Catholic 
Church has made public a statement in which he declares that “under the Con- 
stitution we do not ask nor can we expect public funds to pay for the construc- 
tion or repair of parochial school buildings or for the support of teachers, or for 
other maintenance costs.” (The New York Times, Saturday, August 6, 1949.) 
Should this become the official and permanent policy of the Catholic Church it 
will of course greatly clarify and improve the educational situation in the 
United States. 
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law respecting an establishment of religion, or prohibiting the 
free exercise thereof.” These Catholics are not at all confident 
that the long-run interests of spiritual religion will be promoted 
by government subsidy, for they are not encouraged by the state 
of religion in those countries where their Church is now ofhicially 
established. In other words, they believe that the principle of 
separation of Church and State is good for the church as well 
as for the democratic community. Nor are these Catholics im- 
pressed with the reasoning which holds that because the govern- 
ment has recognized the right of religious denominations to 
establish their own schools, it is therefore responsible to provide 
the funds to make this right effectual—they realize that a demo- 
cratic state necessarily permits groups and individuals to do 
many things that it does not positively support by the use of 
public funds. For example, the state gives individuals, under 
specified conditions, the right of divorce, but it does not promote 
the dissolution of family ties by providing government money 
to pay attorney fees and alimony for those who seek divorce. 

These Catholics doubt the wisdom of the attempt to make 
the right to determine educational policies an intrinsic part 
of the principle of religious freedom. They recognize that in 
matters of education the interests of the whole community are 
involved along with those of parents and church, and that church 
educational policies should have due regard for their conse- 
quences in the community as a whole. They do not want a 
pattern of segregation to develop in the United States such as 
has been established in certain other countries, where Catholics 
are not only segregated in their own churches and schools, but 
also in their own trade unions, commercial associations, political 
parties, and the like. These American Catholics desire to con- 
duct all public affairs, including the education of the young, 
so that Catholics will not be made into a group apart, but will 
rather be full and participating members in the general life 
of the community. They observe the present tendencies in the 
parochial school movement with alert interest, for they are 
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deeply concerned to preserve the spiritual unity of the American 
people. It is important that these Catholic lay critics of the 
official educational policies of their Church make public their 
view of the values at stake in these developments. A number 
have already expressed their concern. 

The problem of the position of the private religious school 
in American culture, however, is in no sense a problem for 
Catholics alone. It is obviously a problem of the whole com- 
munity, for the future of American civilization is genuinely in- 
volved in these educational policies. Should the present drive 
to get public funds for non-public schools succeed, the educa- 
tional situation would be profoundly changed. Should federal 
funds be authorized for the maintenance of the schools of our 
largest single Church, it is highly probable that many other 
religious bodies—both Protestant and Jewish—would feel obliged 
to establish their own parochial school systems. A competitive 
development of this kind among the churches might easily lead 
to the destruction of the common public school with all that 
school means in providing the basic sense of community which 
is so essential to our democratic way of life. Certainly the Amer- 
ican people are under no moral or legal obligation to provide 
public funds to aid a tendency which in the long run might 
have such serious results for its own historic and distinctive edu- 
cational program. 

Nor is it necessary that the American people support certain 
deductions which are now drawn by certain religious groups 
from the Supreme Court decision which ruled against the Ore- 
gon law that made attendance at an elementary public school 
compulsory for all children. ‘The Court was on sound ground 
in its argument that in a democratic community, families and 
churches as well as the state have a basic concern in the educa- 
tion of the young. It also enunciated a fundamental democratic 
doctrine when it said that “the child is not the mere creature 
of the state” and that the individual is more than a “citizen.” 
But one may affirm all of these principles, and at the same time 
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recognize that although the child is not “the mere creature” of 
the state, he is a member and charge of the state, and that the 
state has its due responsibility for him and should neither aban- 
don its educational functions nor turn them over wholesale to 
any other agency. The state has the ultimate responsibility to 
see that each child is so educated that he will develop the atti- 
tudes and the allegiances that are necessary to the maintenance 
of our democratic society. It is too early to say that this basic 
sense of unity can be satisfactorily cultivated in all of the young, 
if any considerable number of them are segregated in a sep- 
arate school system and thus largely deprived of the opportunity 
to live, work and play with those who are members of other 
church groups, or who are not afhliated with any church group. 
To say that the state should not have a monopoly of the educa- 
tion of its children, does not justify the conclusion that any 
particular church should exercise such a monopoly in the edu- 
cation of its children. American democracy might suffer great 
loss if different sects begin to segregate their young and breed 
in them the patterns of their own “in-group,” to the exclusion 
of a full and free sharing of experience with the children of 
other groups. 

Clearly in this sphere of education, the rights of the church 
and the rights of the whole democratic community must be 
viewed in relation to one another. Should experience show that 
the consequence of having children for their entire school period 
under the educational direction of the church was beginning to 
breed an undesirable sense of difference and was tending to 
foster cleavages which were a threat to the spiritual unity of the 
American people, the community would have every right and 
duty to reexamine the arrangement. In a democratic community, 
all policies are known by their fruits, and no doctrine of rights 
can be made so absolute as to preclude the right of the whole 
community to judge all policies, including educational policies, 
by their fruits in the life of the people. Certainly no doctrine 
of “natural rights’ is to be trusted which seeks to restrict the 
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tight of the democratic community to pass on the validity of 
any of its existing practices. 


§ 3. The Democratic Community and The Private Secular 
School 


Not all private schools are religious schools, for two basic 
interests lead secular groups also to establish private schools. 
One of these interests is the desire to experiment with a new 
program of education which the public school is at present un- 
willing or unable to undertake. The other arises from the desire 
of parents in the more wealthy groups to provide a more elab- 
orate and costly program of education than is to be had in the 
common public school. Judged from the standpoint of the demo- 
cratic community these two reasons for organizing private schools 
are quite different and should be considered separately. 

One of the distinctive characteristics of a democratic so- 
ciety is that it seeks to provide the widest possible freedom for 
its members to associate in voluntary groups for the promotion 
of cherished interests. A democracy believes that this right of 
individuals to associate in the pursuit of felt interests is a good 
in and of itself, and it also believes that through the initiative 
of such pioneering private groups much of good for the whole 
community may be developed. Indeed, the higher a society 
stands in the scale of civilized living, the more it tends to articu- 
late into these voluntary interest groups—vocational, scientific, 
religious, social, recreational, and artistic—and the less it seeks 
to subordinate its individual members to the regimented con- 
trol of the state. On the other hand, this free articulation of the 
life of a people into interest groups is achieved within the frame- 
work of an organized society, and all must share responsibility 
for the maintenance of this basic framework of conditions. A 
democratic society seeks to keep its government responsive to 
the life needs and interests of the people, and it therefore tries 
to provide genuine opportunity within all of its public agencies 
for individuals to exercise creative initiative. In brief, a demo- 
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cratic state desires to provide conditions favorable to creative 
activity and individual initiative within, as well as without, the 
agencies of the government. 

It is a mistake therefore to assume that all pioneering in 
education must be a function of private, experimental schools. 
Already many of the most significant innovations in education 
come as a result of the initiative of those who work in the public 
schools, and we may expect more of these progressive contribu- 
tions now that these schools are deliberately organizing to main- 
tain departments of educational research and experiment. Nor 
is there anything to prevent a large metropolitan or state educa- 
tional system from first trying out experiments in special classes, 
schools, or localities, before committing the system as a whole 
to the new plan. 

On the other hand, there is every reason to give private 
groups of teachers and parents freedom to organize their own 
experimental schools, providing these private educational institu- 
tions are integrated into the general educational program of the 
community. It is easy, however, for a private group to launch 
an experimental program, and, after a few years, because of 
financial difficulties or other reasons, to lapse back into a rou- 
tine, non-progressive program. There is no justification for the 
continued existence of routine private schools of this type, and 
much of the effort to advance education through private insti- 
tutions might accomplish more if it were channeled through the 
public schools. 

The democratic community, however, is deeply concerned 
with the existence of another form of private school that is 
organized, not primarily for the purposes of experimental edu- 
cational activity, but simply to give the children of privileged 
economic groups a higher standard of education than is pro- 
vided by the public schools of their community. Private schools 
of this type are essentially class schools and there is a double 
objection to them. In the first place, they tend to add a social 
inequality to the prevailing economic inequality. They prevent 
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children of different economic backgrounds from having the 
opportunity to live, study, and play together and thus to de- 
velop something of that mutual understanding and respect which 
is required for the codperative resolution of many of our deepest 
problems. One of the purposes of those who established our 
system of common schools was to bring the children of the rich 
and the poor into a common experience during their formative 
years. They believed this important in the preservation of our 
democratic way of life. It is, of course, easier for members of a 
favored group to treat other groups with calloused injustice when 
they have no direct knowledge of them, particularly if they are 
nurtured from childhood in a sheltered environment that dis- 
poses them to believe that the mass of people are of a lesser 
breed not qualified to benefit from that order of existence which 
they of the favored group were meant to enjoy. 

In the second place, it is natural for parents to give their 
first interest and loyalty to the schools in which their own chil- 
dren are enrolled. Thus the existence of these secular private 
schools tends to subtract from the supporting constituency of 
the public schools, members of professional and other groups 
who have the highest educational equipment and who could do 
so much if they were interested in the public schools to raise their 
standards. Not only so, but frequently families who find their 
budgets strained to pay the high costs of these private schools, 
join forces with those reactionary tax-payers groups who fight 
to lower appropriations for the public schools. Thus a vicious 
cycle gets started. Parents originally withdraw their children 
from public schools because of their low standards and, as a 
result, have to bear the added financial burden of keeping their 
children in private schools. ‘They then are inclined to demand 
the reduction of the budgets of the public schools, thus still 
further handicapping these schools in their effort to provide 
an equal and adequate educational opportunity for all children. 

The plain fact is that the public school is a product of our 
democracy, and our democracy is a product of a general equality 
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of living conditions, both economic and social. Neither our de- 
mocracy nor the public school can retain their basic values in 
a civilization marked by gross economic inequality. It is not 
surprising that the common school has had its richest expression 
in those middle-class communities in which people have en- 
joyed an actual experience of having things in common—eco- 
nomic, cultural, and governmental. ‘The public school can nur- 
ture the sense of community in all of our children only when it 
is maintained by a community that is willing to send its children 
to the common school—that is, by a community that demon- 
strates by its deeds as well as its words that it is devoted to a 
common way of life. Class schools are harmful and they negate 
the democratic ideal of community. But it will not be easy to 
get rid of them. They will probably continue to exist so long 
as our country is marked by the presence of sharply differen- 
tiated economic classes. ‘The problem of community is an edu- 
cational problem and our schools must do all that they can to 
cultivate a sense of the unity of our people, but the problem of 
community is also an economic, social and political problem. 
Democratic community and gross inequality in basic conditions 
of life have never got on well together. We shall either move 
to get rid of the latter or we shall not continue to enjoy the 
values of our democracy. 


§ 4. Segregation and Community 


The tendency of a school system to reflect the attitudes of 
its community is strikingly shown in the sphere of race relations 
in our country. As a people we are committed to the democratic 
way of life. We celebrate the Declaration of Independence as 
one of the supreme formulations of American social and politi- 
cal principles. ‘This classic formulation contains the unqualified 
affirmation that “all men are created equal.” ‘The chief author 
of the Declaration was Thomas Jefferson, a Virginian. Jefferson 
and Lincoln are two of our most revered moral leaders—each is 


258 EDUCATION AND MORALS 


cherished as a personal symbol of the American faith in democ- 
racy, and its ideal of human equality. 

As a people we are also committed to the public school. 
Many of our communities regard their system of public schools 
as the best institutional expression of their moral ideals. We 
expect the public school to nurture our children in the faiths 
of our democratic way of life, and also to cultivate in them a 
lasting sense of community based on a regard for the worth and 
the dignity of each individual human being. And yet in many 
localities, because of a legacy from the past, our children are 
compelled to attend racially segregated schools, and thus are 
deprived of the opportunity to live, study and play together. 
This deep gap between our educational aims and our educational 
practices helps to perpetuate a situation that is a growing threat 
to the unity of the American people. ‘The Report of the Presi- 
dent’s Committee on Civil Rights summarizes these educational 
discriminations. 


The United States has made remarkable progress toward the goal 
of universal education for its people. . . . Student bodies have become 
increasingly representative of all the different peoples who make up our 
population. Yet we have not finally eliminated prejudice and discrimina- 
tion from the operation of either our public or our private schools and 
colleges. Two inadequacies are extremely serious. We have failed to 
provide Negroes and to a lesser extent, other minority group members 
with equality of educational opportunity in our public institutions, par- 
ticularly at the elementary and secondary school levels. We have allowed 
discrimination in the operation of many of our private institutions of 
higher education, particularly in the North with respect to Jewish stu- 
dents... 

The South is one of the poorer sections of the country and has at 
best only limited funds to spend on its schools. With 34.5 percent of the 
country’s population, 17 southern states and the District of Columbia 
have 39.4 percent of our school children. Yet the South has only one-fifth 
of the taxpaying wealth of the nation. ... Negro and white school children 
both suffer because of the South’s basic inability to match the level of 
educational opportunity provided in other sections of the nation. But it 
is the South’s segregated school system which most directly discriminates 
against the Negro. ‘This segregation is found today in 17 southern states 
and the District of Columbia... . 
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In the North, segregation in education is not formal, and in some 
states is prohibited. Nevertheless, the existence of residential restrictions 
in many northern cities has had discriminatory effects on Negro educa- 
tion. In Chicago, for example, the schools which are most crowded and 
employ double shift schedules are practically all in Negro neighborhoods. 

Other minorities encounter discrimination. Occasionally Indian 
children attending public schools in the western states are assigned to 
separate classrooms. Many Texas schools segregate Mexican American 
children in separate schools, 

The second inadequacy in our present educational practices in 
America is the religious and racial discrimination that exists in the oper- 
ation of some private educational institutions, both with respect to the 
admission of students and the treatment of them after admission. .. . It 
is clear that there is much discrimination, based on prejudice, in admission 
of students to private colleges, vocational schools, and graduate schools.’ 


The evil effects of this policy of segregation are widely 
recognized. Both parties suffer: those who discriminate and those 
who are discriminated against. To an appalling extent both are 
enslaved by the fears and antagonisms that these patterns of 
discrimination and segregation breed. ‘Those who are officially 
rejected by their community have a deep struggle to keep from 
becoming embittered, and it is hard for them to maintain their 
faith in the sincerity of our democratic professions. They also 
suffer materially and culturally as well as spiritually. In spite 
of good intentions and much substantial progress, the existing 
program of separate educational treatment is still far short of 
equal educational treatment. 

Members of the racial group responsible for this systematic 
negation of the democratic morality of community also suffer. 
So far as basic democratic values are concerned, they are obliged 
to be party to an ever-growing system of hypocrisies. The finer 
the spiritual perceptions of an individual the more is he torn to- 
day by this pattern of prejudice in the mores. ‘The nation as a 
whole also suffers. Its inner unity is weakened, and its strength 


is sapped by the presence of millions of people in its popula- 


°To Secure These Rights, The Report of the President’s Committee on 
Civil Rights (New York, Simon and Schuster, Inc., 1947), pp. 62-66. 
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tion who realize that the basic arrangements of their society 
continuously operate to their personal and group disadvantage. 
The moral leadership of America in the world is also damaged, 
and this at a time when we greatly need the confidence of all 
peoples who are striving to achieve a life of freedom. About 
two-thirds of the people of the world are colored, and an America 
that discriminates at home against the colored groups in its 
citizenship will necessarily experience difficulty in gaining the 
confidence of the colored peoples of other countries. 

When it comes to the problem of how to move to overcome 
these contradictions in our democratic affirmations and our 
actual educational practice, we encounter a number of difficul- 
ties. The deepest of these is a past that perpetuates itself by the 
action of the mores. Another lies in the fact that our educational 
system has been historically controlled not by the Federal Gov- 
ernment, but by the different states and the local communities. 
We also believe that there are strong reasons for maintaining 
this principle of local control. In the main, the more that parents 
are responsible for the making of the specific policies for the 
education of their own children, the more democratic our edu- 
cational controls are likely to be, and the less the danger that 
any national governmental administration will subordinate the 
schools to its own political purposes. 

On the other hand, it is clear that if we are to have equal- 
ity of opportunity in the education of the young of our country, 
the funds of the Federal Government will have to be used. As 
the President's Committee points out the seventeen southern 
states which have nearly 4o per cent of the school children of 
the nation, now command only 20 per cent of the taxable re- 
sources. It is only a matter of time until federal aid will be pro- 
vided to meet this critical educational need. The aim of such 
legislation should be not simply to equalize educational oppor- 
tunity between the different regions and states of the country, 
but also between the various racial, religious, and cultural groups 
within each region and state. ‘The Congress, in seeking to pro- 
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vide federal funds for education, has the right and the obliga- 
tion to stipulate that these funds shall be made available only 
to those states that are willing to provide genuine equality of 
educational opportunity. Arrangement should also be made for 
a system of reports and inspections which will insure that this 
principle of equality is observed in actual fact. 

It is already clear that equality of opportunity cannot be 
economically provided at the higher educational level by a 
system of segregated colleges and professional schools. Hence 
the sphere of higher education would seem to be the most 
hopeful place to begin the disintegration of this historic pattern 
of segregation. There are various ways in which the strength of 
the Federal Government can be used to encourage the growth 
of non-segregated higher educational institutions in all parts 
of the country. Once the pattern of discrimination begins to 
disappear in the higher educational institutions, we can antic- 
ipate that, in time, it will also be removed from the elementary 
and secondary schools. Fortunately many educational, religious, 
and political leaders of the South—both white and colored—are 
eager to do their part to make their schools serve equally all the 
children of the community. 

Nor should the Federal Government continue to support 
the existing system of segregated schools in the District of Co- 
lumbia. The affairs of this District are under its direct jurisdic- 
tion, and it is crucial that our Government take early steps to 
make the Capitol of our democracy a community in which all 
men are in literal truth free and equal. ‘The Capitol of the coun- 
try which has been chosen to be the headquarters for the United 
Nations should not be a place where patterns of discrimination 
and segregation are tolerated. 

In brief, American democracy has real “unfinished busi- 
ness” in this sphere of race relations. It is important that we 
begin at once to complete the job of developing a country that 
embodies in its everyday practices the morality of equality enun- 
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ciated in its greatest state paper, The Declaration of Independ- 
ence. The schools have a real responsibility to do their share 
in turning our country into a society in which all men have a 
living experience of equality. 
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The Morality of Patriotism 


E HAVE sought in this book to consider the educational 

enterprise from the standpoint of morals. We have 
chosen to do this for a number of reasons. We have been con- 
cerned, in the first place, to counteract the notion that there 
is something unethical about the deliberate effort of adults to 
direct the development of the young. Our thought about edu- 
cation will be confused and our practice ineffectual, so long 
as we assume that we can direct the nurture of the young and 
not at the same time accept responsibility for the selection of 
the patterns for their development. Respect for the individuality 
of the child is an important principle, but it cannot be defensibly 
interpreted to mean that the immature human being should be 
left to develop in his own way. A child is never the sole architect 
of his own life. As we have seen, he becomes a human being by 
virtue of his participation in the ways of life and thought of his 
cultural group. Indeed, it is written into the very constitution 
of the process by which human beings experience and acquire 
the forms of their personhood that adults should play this forma- 
tive rdle in the development of the immature members of their 
society. Man is a social animal, and it is in and through his 
association with others that each individual achieves his dis- 
tinctively human attributes. 

Schools are organized because adults desire to guide and 
weight the course of the experiencing and the learning of their 
young. Choices among real life alternatives are therefore in- 
herent in the construction of all programs of organized educa- 
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tion. These selected and weighted educational programs 
inevitably have consequences in the behaviors and the dispo- 
sitions of the young. Hence the most basic problem of education 
is the moral problem of determining the patterns of life and 
thought in which the young are to be nurtured. Educational 
selections are grounded ultimately in value judgments; these 
value judgments become less arbitrary and more significant and 
responsible when we are aware of the moral preferences im- 
plicit in our educational activities. 

We have chosen, in the second place, to discuss education 
from the standpoint of morals because of our interest in democ- 
racy. [he democratic way of life in our own country and 
throughout the world is now undergoing a crucial test. We 
believe that education should do whatever it can to serve the 
ends of democratic civilization and, if it is to do this, it must 
understand the kind of thing a democratic society is. It is im- 
portant for educators to recognize that the freedoms and op- 
portunities of the democratic way of life depend upon the ability 
of human groups to organize and maintain a definite type of 
social and political life. Although a democratic society is 
grounded in respect for individual human beings and seeks their 
growth through the development of their ability to think, to 
choose, and to govern themselves, this does not mean that a 
democratic social system provides automatically for its own per- 
petuation. The values of a free society can be preserved only 
as its citizens recognize and accept the responsibilities that are 
the correlatives of their rights. 

This basic social fact defines a major function of demo- 
cratic education. The human dispositions—intellectual and emo- 
tional—that constitute the ultimate foundation of a democratic 
society are not inborn; they have to be nurtured in the children 
of each generation. The work of the school obviously becomes 
more important and more difficult whenever the citizens of a 
democratic country become uncertain and divided about the 
patterns for the further development of their institutions. Our 
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own nation is now in the midst of such a period of social con- 
fusion and transformation. During the complexities and the 
conflicts of this transitional period, it is imperative that edu- 
cators should not become cynical and defeatist about the pros- 
pects of our democracy, and that they should be alert and 
equipped to distinguish the essential from the non-essential 
in the heritage of the American people. As they continue to 
cultivate the primary faiths and allegiances of our democratic 
way of life in the young, they should also join with them in an 
honest search for the means of resolving our present problems. 
It is probable that this period of cultural mutation and world 
unsettlement will continue for decades, and it may well be that 
the course of human affairs for generations will be determined 
by the kind of education the children of America receive in our 
schools at this time. 

We have viewed education as a moral enterprise, in the 
third place, because we have wanted to focus attention on the 
need for a reinterpretation of our view of morals. We have a 
tradition which tends to compartmentalize morals by restricting 
the domain of the moral to certain limited aspects of human 
experience. This tendency to regard morals as a thing apart, 
makes it easy for us to assume that moral standards are given 
and immutable, and that the essence of the moral problem is to 
get people to do the good they already know. This way of con- 
ceiving the moral task has a dual bad effect. On the one hand, 
it tends to make a formal thing out of morals, for whenever ideas 
or ideals are divorced from concrete social developments they 
tend to become abstract and mechanical. An abstract morality is 
a sterile morality; it is not qualified to sustain and direct human 
actions in a period of social transition and reconstruction. Gen- 
eral principles such as human brotherhood and respect for per- 
sonality have, to be sure, their enduring worth, but even 
primary moral conceptions of this kind are deprived of much 
of their significance when we restrict their application to the 
relationships of the family and of face-to-face neighborhood 
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groups, and do not seek to discover their implications for wider 
social relationships. We need a morality today that is actively 
concerned with the organization and the control of our indus- 
trialized ways of making a living, with the development of more 
just conditions for minority racial and religious groups, and 
with the modification of the réle of the nation-state in an inter- 
dependent world equipped with scientific means of mass- 
destruction. The creative moments in the moral life of mankind 
have always been those occasions when old principles have 
acquired new meaning because they have been given a novel 
formulation and application in some developing sphere of human 
experience. 

A compartmentalized morality, on the other hand, tends 
to mislead us. It misleads by nurturing us in the notion that we 
are beset by two kinds of problems—moral problems on the one 
side, and intellectual, economic, social, and international prob- 
lems on the other. Actually the subject-matter of the moral 
situation is precisely the subject-matter of these practical life 
situations. The problem of the reorganization of our economy, 
for example, is not simply a problem of attaining maximum 
efficiency in the production and the distribution of goods and 
services, it is equally the problem of organizing our ways of mak- 
ing a living in such a manner that they will contribute to the 
enrichment of the lives of those engaged in them. What holds 
for the problem of our economy also holds for the other major 
problems of our civilization—all of these problems have their 
moral aspect and proposals for their resolution should be ex- 
amined from the human as well as from the technical stand- 
point. 

A compartmentalized morality further misleads because it 
tends to foster a spurious moral confidence. It prompts us to as- 
sume that we can have satisfactory moral ends or purposes with- 
out accepting responsibility for the development of the concrete 
means by which these general moral aims are to be attained. 
Americans have, at times, been disposed to this kind of moral 
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sentimentalism, particularly in the sphere of international af- 
fairs. In view of the present great power and strategic position 
of our country, we must seek to become more responsible and 
consistent in our world policies. We can achieve this maturity 
only as we refuse to be satisfied with a generalized international 
good-will and undertake to define and organize our democratic 
aspirations into concrete and stable programs of international 
action. The moral purposes of America will be measured ulti- 


mately by the definite programs they lead us to adopt. 


§ 1. Education and the Re-ordering of the Patterns of 
American Life 


As the above indicates, our deepest reason for considering 
education from the standpoint of morals, stems from our con- 
viction that we live in a period when great decisions and choices 
are required of the American people. We believe that organized 
education can have validity in our time only as it does its part 
to develop modes of human thought and relationship that are 
in harmony with the life imperatives of our scientific and in- 
dustrial civilization. Although our democratic inheritance pro- 
vides an indispensable orientation to this social and educational 
task, it is evident from the nature of existing conflicts about 
the basic meanings of American democracy that the answers to 
our present problems are not given ready-made in this heritage 
from our agrarian experience. Indeed, the clarification and the 
reformulation of these traditional democratic meanings is one 
of the most crucial parts of our present educational responsibility. 

One of the most fruitful ways of making this moral audit 
of our civilization is to examine our institutions from the stand- 
point of their bearing on the welfare of our young. Many of our 
established practices can be viewed in more adequate perspective 
when they are removed from the context of the conflict of im- 
mediate interests and are explored from the standpoint of their 
consequences for the lives of our children. Education, concerned 
as it is with the long-run interests of the American people, has its 
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distinctive approach to the problems that now press upon us. 
It may be that the road to stable consensus about the America 
of the future would more readily be found were we, as a peo- 
ple, prepared to evaluate all proposals for reconstruction from 
the perspective of the organization of a world in which we 
would like to have our children live. 

Most Americans realize that modes of life and thought 
which have long been in process of formation are now in deep 
conflict with some of the oldest intellectual and moral perspec- 
tives of American and Western civilization. Adjustments are now 
required in both our intellectual outlooks and in our historic 
institutions. We have tried to uncover in earlier discussions some 
of the most basic of these conflicts. We believe that an inte- 
grated experience for the individual involves the achievement 
of a new integration in the governing beliefs and patterns of our 
civilization. As we have seen, the evolutionary account of the 
genesis of human beings and human culture is not in harmony 
with the static and dualistic presuppositions of our tradition of 
supernaturalism; the experimental method of developing and 
testing human beliefs cannot be reconciled with inherited au- 
thoritarian procedures which place the seat of intellectual 
authority outside of the ordinary and shareable experiences of 
mankind; the democratic faith in the ability of men to govern 
themselves and to develop all regulative principles and stand- 
ards from within the context of their life affairs is not compatible 
with the conception that men must depend ultimately upon 
some elite class or institution—secular or ecclesiastical—to guide 
their destinies; the specialized and interdependent modes of 
making a living which are characteristic of industrial America 
cannot be administered by the social and economic doctrines 
of that system of laissez-faire individualism which developed dur- 
ing the pioneer and agrarian period of American life; the social 
conscience and the moral aspirations which have been bred in 
the American people by our commitment to the democratic 
principle of equality cannot dwell in peace alongside existing 
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patterns of discrimination and segregation; nor can a dog-eat- 
dog system of competition that bids each person concentrate on 
his own private gain, be made into a tolerable morality for 
human beings who now live as members of an interdependent 
community whose actual life practices daily remind them that 
their bread, their security, and their very survival depend upon 
their learning how to codperate and to use for peaceful ends 
the vast powers that science and technology have put into their 
hands. 

An education which has faith in intelligence should not 
attempt to conceal or to minimize the fundamental nature of 
the adjustments in human thought and institutions that are 
made necessary by these modern developments; it should rather 
devote itself to the location and the analysis of those areas in 
which reconstruction in historic ways of life and thought must 
now be undertaken. We are confident our country will not 
achieve the conditions essential to bold democratic advance if 
it accepts the propaganda of those who continually remind us 
of the past achievements of the American people, but who re- 
fuse to come to grips with the roots of our present difficulties. 
It is true that the American people must have unity if they are 
to measure up to present demands, but the road to that unity 
lies through the resolution, not the evasion, of our problems. 

In this concluding chapter we shall consider the most 
urgent of all these conflicts—the conflict that results from our 
tradition of national sovereignty and self-determination on the 
one hand, and the stubborn fact of a closely integrated, interde- 
pendent world on the other. It is apparent that developments in 
our atomic age are forcing basic readjustments in the traditional 
pattern of the relation of our country to the rest of the world. 
This change in the world position of the United States calls for 
modifications in the sentiments, the outlooks, and the objects 
of allegiance which our schools should now seek to nurture in 
the young of our country. In sum, American education must 
re-examine the meaning of citizenship and patriotism in a world 
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in which human security is no longer to be provided by exclusive 
national means, but involves instead reliance on collective means 
that can be developed only through some form of world- 
organization. 


§ 2. Education for Citizenship and Freedom 


Our schools have always recognized that one of their 
fundamental tasks is the preparation of the young for their re- 
sponsibilities as American citizens. Indeed, concern for the wel- 
fare of the nation was one of the primary factors which led to 
the founding of our tax-supported, public school system. In our 
country education for citizenship has been widely interpreted 
to imply education for enlightenment, because most Americans 
have believed that an informed citizenry is essential to the health 
of our Republic. But education for citizenship has also been 
interpreted to involve the cultivation in the young of a love for 
their country and a sincere regard for the history, the institutions, 
and the democratic aspirations of the American people. Our 
schools have assumed that in a nation in which the people create 
the government there is no intrinsic conflict between seeking 
to make a loyal citizen out of the child, and seeking to make 
him into a resourceful and independent person possessed of a 
mind of his own. In short, the American school has never be- 
lieved that our democratic regard for the child as an end in 
himself should be taken to imply that we are morally obligated 
to develop him into a detached neutral, indifferent to the vital 
interests of his own land and people. For the most part, our 
schools have held that the real moral problem is not whether 
we have a right to make an American out of the child, but 
rather to determine the kind of person an American should be, 
and the educational means that should be used in the develop- 
ment of that kind of a person. 

Much as we deplore some of the specific means which cer- 
tain groups have used in their zeal to make patriots out of the 
children of our country, we are nevertheless in accord with the 
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view that our schools should be deliberately used to prepare 
the young for their rdles as patriotic American citizens. We be- 
lieve that full respect for the personality of the child is quite 
compatible with the effort to make him a devoted member of 
the American nation. This means that we reject the view of 
those universalists who contend that national interest and al- 
legiance have no place in a genuine program of liberal educa- 
tion, whose true aim, in their opinion, should be the nurture of 
the child as a member of humanity, not as a member of any one 
historical society, and not as a person who is to live as a citizen 
of any particular nation. It also means that we reject the view 
of those extreme individualists who hold that the aim of edu- 
cation should be to develop the full individuality of each child, 
and that we arbitrarily impose upon his inborn uniqueness when- 
ever we seek to adjust him to the ways of life and thought of 
any specific national community. It further means that we re- 
ject the views of those democratic educators who seek to reduce 
education to a bare process of inquiry and criticism, and who 
assert that the inclusive moral aim in a democracy is “to teach 
the child to think, not what to think,’ and that we therefore 
should not seek to commit the child to the life ways of our 
nation, but should rather let him decide for himself whether 
he wants to be an American citizen, and if so, what kind, and 
to what extent. It means finally that we reject the view of those 
who hold that the concept of the nation is a sheer abstraction 
invented to delude and manipulate people, and that the social 
and moral realities are the different economic groups and classes, 
and that education for enlightenment will seek to identify the 
child not with his nation, but with the interests and needs of 
the class of industrial workers. 

In earlier discussions we have described some of the grave 
difficulties that we find in these theories of the meaning of 
liberal or democratic education. Here we shall mention only 
two crucial objections. These theories are grounded in a mis- 
taken view of the meaning of individuality and of the nature of 
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human freedom; the newborn become significant and “free” 
human personalities in and through their participation in the 
life of some historical group. ‘The school should not try to make 
its program a rival or a substitute for this process of participa- 
tion, it should rather strive to make the participation of the 
young in the life and thought ways of their country, a process 
of liberation, not of enslavement. All of these theories fail, in 
the second place, when put to the test of actual school practice. 
They fail because educators, including the propounders of these 
theories, simply cannot direct the growth of the young by ex- 
clusive reliance on a body of abstract concepts. ‘Teachers neces- 
sarily refer in innumerable ways to the modes of life and thought 
of the society in which they and their pupils, live, think, and 
have their real beings. The children of our country will become 
Americans in any event, our problem as responsible educators 
is not to ignore this basic psychological fact, but rather to seek 
to make our young as adequate as we can in their rdles as citi- 
zens of our country. Nor is it probable that for many, member- 
ship in an economic class can substitute for citizenship in their 
country. 

In the actual practice of the American schools, education 
for citizenship has been given a primary place, and it has taken 
many and various forms. We turn now to describe some of the 
major ways in which our schools have sought to prepare our 
children for their careers as citizens of the American nation. 


§ 3. Education and the Making of an American 


Judged by the emphasis of American educational practice, 
the people of our country are united in the conviction that a 
good American is one who loves the land in which he lives. | 
Through our geographies and histories, through American noy- 
els, poems and dramas, through school pageants, through the 
pictures we have hung in the halls and the classrooms, as well 
as through the national hymns and folk-songs we have taught 
the young to sing in the schools, we have sought to nurture our 
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children in affectionate regard for the motherland. ‘The majesty 
of our mountains, the fertility of our prairies, the spacious graz- 
ing lands of the plains, the rich and varied mineral resources of 
our continental domain, the beauty of our wooded hills, lakes, 
rivers, and waterfalls, the grandeur of our public parks, the 
natural protection provided by the two great oceans; these and 
similar features of the homeland have been constantly cele- 
brated in the schools. Our children have also been introduced 
to points of natural beauty and historical interest in their imme- 
diate surroundings, and the schools have sought to cultivate 
in them a sense of particular pride in their own state and region. 
Obviously many influences in addition to those of the schools 
have served to nurture a love of America in our young, but it 
cannot be doubted that the schools have played a primary réle 
in the cultivation of this sentiment. 

A good American not only loves his motherland, he also has 
a respect and a regard for his people, and our schools have been 
encouraged to nurture this regard in our young. They have em- 
phasized that a citizen of America is a member of a distinguished 
human group marked by great and worthy traditions. They have 
taught the young that our nation is unique in that it is composed 
of many different groups who have left the lands and cultures of 
their birth in order to make their homes in America—the land 
of opportunity, freedom and tolerance. ‘The schools have made 
a national virtue of the fact that so many of our immigrants 
came from the oppressed, the down-trodden, and the working 
classes of the Old World. The millions of immigrants who have 
sought a new life here have been viewed as exponents of that 
quality in the spirit of man which will not submit to oppression, 
injustice, and a brutish existence. Our ancestors have been pic- 
tured as plain men and women who nevertheless achieved real 
distinction because of their willingness to take great risks and to 
endure cruel hardship in order that they might live as free men 
in a free society. 

Our schools have also celebrated the initiative, the courage, 
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and the endurance of those groups who for more than three cen- 
turies continued to pioneer in the epic movement to win and 
settle the American continent, and to make it the foundation for 
a great new civilization characterized by decent standards of 
living and a genuine equality of opportunity. The schools have 
equally cherished the inventive genius, the technological com- 
petence, and the organizing ability of the American people. 
They have pointed with pride to superior personal traits of 
Americans—to their generous human sympathy as manifested 
by their ready response to the emergency needs of people any- 
where who suffer from flood, famine, earthquakes, volcanic 
eruptions, plagues or other natural disaster. ‘They have empha- 
sized their public spirit and philanthropy as shown by their 
huge and never ending gifts to schools and colleges, to hospitals 
and charitable organizations, to research foundations, to li- 
braries, museums and art galleries, and to public parks and play- 
grounds. In sum, the schools have conceived the patriot as the 
individual who loves his land and his people, and they have had 
considerable success in breeding this attitude in the lives of the 
young. 

But the schools have recognized that patriotism involves 
more than attachment to the land and the people of our coun- 
try; it also involves loyalty to a common way of life. The record 
shows that the schools have faithfully served as the agencies of 
the nation in the development of this respect for the basic pat- 
terns of American life. Our country was born in a revolution, 
and our schools have nurtured the young in the conviction that 
this revolutionary war was fought for a holy cause. The men who 
resisted the soldiers of the English king at Lexington and Con- 
cord, who suffered and died during the hard winter at Valley 
Forge, and who ultimately won through to victory at Yorktown, 
have been featured by our schools as heroic participants in the 
age-long struggle of the human race for freedom and equality. 
Our schools have also paid tribute to those who have continued 
this struggle for human freedom within the life of our own 
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Republic—Washington, Jefferson, Jackson, Lincoln, Wilson, 
and Roosevelt are some of the public figures that our schools 
have held before the children of our country as examples of 
the ideals and the aspirations of the American people. Many 
of our schools bear the names of honored leaders of our de- 
mocracy. In the nurture of loyalty to the American way of life 
our schools have made constant use of such great public docu- 
ments as the Mayflower Compact, The Declaration of Inde- 
pendence, The Federalist Papers, The Constitution of the 
United States, The Bill of Rights, The Madison Memorial and 
Remonstrance, ‘The Gettysburg Address, and the Charter of the 
United Nations. 

Our schools have emphasized that, in the main, the United 
States has not been an aggressive, military power bent on im- 
perialist expansion. Our military adventures in Latin America 
and the Far East have never enjoyed the solid support of the 
people, and most American educators consider the principles 
of the “good neighbor” policy as a more authentic expression 
of American interests and purposes. Indeed this policy which 
combines national independence and sovereignty with inter- 
national good will is a true symbol of our historic world outlook. 
Our schools have also stressed that in our country the military 
authorities are subordinate to the civilian, that we have never 
believed in peacetime conscription, that we have persistently 
opposed universal military training, and that we have never for- 
tified the long frontier between the United States and Canada. 
Our teachers have believed that loyalty to America was wholly 
compatible with loyalty to the wider interests of humanity, and 
we have not sought to make ardent patriots out of our chil- 
dren by instilling in them a fear and hatred of other peoples. 
Undoubtedly, the fact that we were relatively a self-sufficient, 
continental nation, favored by the security of our general geo- 
graphical position, has made it simpler for us than for many other 
nations to adopt this attitude of non-aggression and general 
international good-will. But the American people have also sin- 
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cerely believed that the ways of peaceful codperation are superior 
to the ways of aggression and war, and we have tried to use our 
schools to nurture this moral faith in our young. 

Pride in our own achievements and traits as a people has 
not led the American school to deny or belittle the merits and 
the achievements of others. On the contrary, we have sought to 
develop a positive appreciation of the peoples of other lands and 
cultures. Our bias, to be sure, has been in favor of democratic 
social and political systems, but we have also believed that each 
people has the right to determine in its own form of economy 
and government, and historically we have not refused to codper- 
ate with peoples whose systems of life and government were 
different from ours. We have assumed that world security and 
peace could be attained if all nations would adopt this policy of 
“live and let live,” and would refrain from aggressive designs on 
their neighbors. In brief, peace through the voluntary coépera- 
tion of independent, sovereign nations has been the major 
premise of American thought. It has been our conviction that 
the patterns of democratic civilization would in time become the 
patterns of all peoples and that universal peace would be a prod- 
uct of this growth of democracy. The American schools, how- 
ever, have not been concerned with the mere cultivation of 
loyalty to the political state, for we have always believed that 
democracy is a social as well as a political concept. For the most 
part, American education has attempted to nurture the view that 
government is the servant, not the master, and that the state 
exists solely for the purpose of serving the needs and protecting 
the interests of the people. It cannot be denied that there has 
been some tendency in the schools toward flag-patriotism and 
the narrow, nationalist attitude of “my country right or wrong,” 
but many teachers have been alert to the dangers inherent in 
this effort to exalt the nation and to remove its foreign deeds and 
policies from critical inspection. These teachers have endeavored 
to counteract this tendency toward an unreflective patriotism by 
emphasizing that democracy is a way of life as well as a form of 
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government, and that the citizen of a democracy has the respon- 
sibility of examining on the basis of democratic values all actions 
of his government—foreign as well as domestic. ‘Thus patriotism 
in American education has been given social as well as political 
meaning. Our schools have worked to strengthen the conception 
that the community is primary, and that all governments derive 
their purposes and their powers, in the last analysis, from the 
community that creates them. 

More has been involved, therefore, in the nurture of the 
good American than education in political functions and respon- 
sibilities. Love of country has also meant more than love of the 
political state; it has involved as its deepest meaning love of 
American civilization. Through their studies in literature, in 
history, and in science, our children have learned how much 
American civilization owes to the cultural and the scientific dis- 
coveries of other peoples—particularly the peoples of Europe. 
They have learned from their studies in the fine and practical 
arts that much of significance in the experience of the American 
people cannot be subsumed under the category of the political. 
Patriotism as cultivated in the young in our schools has meant 
loyalty to our whole democratic civilization, not fanatical devo- 
tion to an all-comprehending state. 

But American education has, nonetheless, been devoted to 
the making of an American. Our schools have been deliberately 
organized to nurture in our children a love for their mother coun- 
try, a love for the people with whom they share a common herit- 
age and a common destiny, an appreciation of our American sys- 
tem of life and government, as well as a readiness to live and, if 
need be, to die for it. The mind out of which the typical American 
citizen thinks and acts is clothed with the meanings and the 
values of this American national community. His interests and 
his allegiances undoubtedly can be broadened to include the 
whole human race—many Americans already cherish these more 
inclusive values and loyalties—but the average American is not 
so constituted in his psychological make-up that he could seri- 
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ously entertain the ideal of becoming a citizen of the world, if 
world-citizenship meant that he would have to cease being an 
American. It is quite possible that a program of citizenship edu- 
cation could be developed that would nurture a person who 
would feel, think and respond as a world-minded American, but 
in any world situation that we can responsibly pre-figure at this 
time, it would be difficult to make a generation of American 
children world-minded if that involved the abandonment of the 
right to be American-minded. What is true of America is also 
true of most of the other nations of the world. 

The reality of this situation defines the problem of educa- 
tion for citizenship at this time. We live in an interdependent 
world in which security from lethal means of human destruction 
must be global if it is to be real. But we also live in a world that 
is organized in the pattern of these seventy or more sovereign 
nations. ‘These nations are solid political, economic, and psycho- 
logical facts. They are the cultural and political forms that the 
evolution of the human race has produced. The sentiments and 
the loyalties which these different nations and cultures breed in 
their people are as real as the integrated and interdependent 
world that science and technology have built. 

All plans for education, as well as all plans for political and 
social action, must be judged by the way in which they take 
account of these two basic social facts. Both political and educa- 
tional plans are utopian if they assume that we can enjoy rea- 
sonable security by the mere perpetuation of the historic system 
of separate and absolute nation-states; they are equally utopian 
if they assume that we can achieve security by the immediate 
organization of a world-state that will supplant these more than 
seventy independent nations that are the product of human 
history. Modern man may be obsolete, as some declare, but he 
is not as obsolete as the political theory and the social psychology 
which assume that we can educate and organize human beings 
for a world system that ignores the actual nations in which they 
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live, and which so profoundly mold the psychological natures 
which they acquire. 

The great strength of the United Nations is that it is 
grounded in the recognition of the existence of nations—large 
and small—and in the recognition of the human need for col- 
lective security. It has encountered great difficulties but these 
difficulties are real and cannot be avoided if we want to develop 
a trustworthy system of world organization. 


§ 4. The Experiment of the United Nations 


American initiative played a primary part in the organiza- 
tion of the United Nations. In working out the plans for this 
world organization our leaders were controlled by a number of 
considerations. ‘They recognized that our historic policy of “con- 
tinental Americanism” is dead. “Continental Americanism” is 
a term used by some to denote the dual policy through which 
Americans voluntarily codperated in many financial, economic, 
and humanitarian world-undertakings, but our government 
never became officially involved in any alliance or world arrange- 
ment that would impair our full right of national self-determina- 
tion. In spite of this desire to concentrate on our own internal 
affairs, events had actually involved us in two costly world wars 
within the short space of twenty-five years. Our leaders perceived 
that the growth of America—its vast resources and expanding 
world interests—meant that we would almost surely become in- 
volved were further world-conflicts to develop. They therefore 
concluded that our own interests, and the interests of the world 
as a whole, would be better served if America abandoned her 
historic policy of absolute national independence and assumed 
a responsible part in the shaping of world-affairs. 

Our leaders also recognized that transformations in the 
modes of warfare had destroyed the security from outside attack 
so long provided by the two great oceans. They realized that 
technological developments, including the invention of the atom 
bomb, meant that if we continued to adhere to the policy of 
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national self-sufficiency, it would no longer lead in actual prac- 
tice to the peaceful and relatively unarmed “cultivation of our 
own domestic garden.” Inevitably we would seek to make Amer- 
ica secure through a program of military preparedness. Hence 
our leaders were convinced that the real choice now before us 
was a choice between some form of collective security on the 
one side, and a grim effort to turn America into a self-sufficient 
fortress on the other. They believed that the prospect of peace 
would be stronger if we entered upon a program of mutual 
security rather than upon a policy of national self-sufficiency 
which, under the life conditions of today, would almost surely 
evolve into a program of increasing militarism at home and of 
imperialist expansion abroad. Our leaders perceived that any 
unilateral program to make our own country secure would gradu- 
ally expand to include the whole Western hemisphere as the 
area to be defended, and that the drive for strategic naval and 
air bases as well as for secure access to essential raw materials and 
world markets would soon involve us in the discredited practice 
of power politics. They were agreed that the search for a substi- 
tute for war through the development of a general world organi- 
zation was a more desirable program for the United States to 
adopt. 

But our leaders also realized that the American people were 
not at all disposed to support a program of world organization 
if that program would require us to abandon the sovereign right 
of self-determination and to place the material and human re- 
sources of our country at the disposal of a world agency in which 
we obviously would not have the controlling voice. Much as we 
believed in security through collective means, America, as one 
of the major powers of the modern world, was not prepared to 
give up its right to decide in each concrete situation the purposes 
for which our forces were to be used. Our leaders also knew from 
their conferences with the leaders of the Soviet Union that what 
was true in the case of America was equally true of Soviet Rus- 
sia. It was therefore mutually decided that special representation 
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should be given five major powers—the Soviet Union, the 
United States, Great Britain, France and China—in the Security 
Council, the agency of the United Nations that has primary re- 
sponsibility for dealing with any situation in the world where 
a threat to peace might develop. In order to give further protec- 
tion to the sovereign rights of each of the major powers the 
principle of unanimity was adopted; this principle meant that 
the United Nations could not commit the forces of any one of 
these five nations to a program organized to deal with a disturbed 
situation without the explicit consent of that nation. Although 
subsequent experience has shown that the Soviet Union has 
made an unanticipated use of this right of veto, the fact remains 
that American leaders were as concerned as the Russians to have 
this provision incorporated into the Charter of the United 
Nations. 

It was the faith of the American leaders that the road to 
world security and peace would be better provided by this func- 
tional and non-coercive approach to world organization than by 
reliance on a formal world organization equipped with abstract 
legal authority to compel all members to obey its decisions. Our 
leaders realized that if the major powers really wanted to codper- 
ate for the ends of world security, and economic and cultural 
progress, they could do it through the agency of the United 
Nations, even though its Security Council was bound by this 
“principle of unanimity.” They were equally convinced that if 
one of the major powers considered a given line of action to be 
in conflict with its vital interests, that there was no means short 
of war that could compel it to accept the proposed program. 
Their sense of the reality of the nation made them unwilling to 
trust an abstract legal system to dispose of all that national inter- 
est and allegiance meant in the world of today. 

Our leaders were committed to another strategy—they be- 
lieved that through an experience of working together for 
constructive ends, the various members of the United Nations 
could evolve through their codperation an agency that would 
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become a genuine world authority. As our leaders viewed it, the 
actual forces of history had brought these five major powers and 
the nations associated with them, into an effective coalition to 
resist the aggressions of the Axis. ‘They hoped that this function- 
ing coalition forged by the demands of the World War could be 
transmuted into a permanent agency for the maintenance of 
peace once the war was over. Thus the plan of the United Na- 
tions was grounded in two basic presuppositions: one, that fol- 
lowing the defeat of the Axis powers, the victor nations would 
agree upon a plan of world settlement; and, two, that this world 
settlement would be of such a nature that all of the members of 
the United Nations would not only have a vital stake in main- 
taining it, but would be prepared on the basis of that settlement 
to join in a program of political, economic, cultural and humani- 
tarian codperation which would gradually develop a structure 
of policies and institutions that would supply a real alternative 
to the historic system of militarism and war. 

It was devotion to purposes of this sort which led the Amer- 
ican Secretary of State, Cordell Hull, to make his long and ardu- 
ous trip to Moscow in the Fall of 1943, so that he could confer 
about postwar plans with the representatives of the Soviet 
Union, the United Kingdom and China. Clear commitment to 
these basic principles is shown in the Joint Four Nation Declara- 
tion which resulted from this Moscow Conference. In this agree- 
ment the Four Powers jointly declare: 


That their united action, pledged for the prosecution of the war 
against their respective enemies, will be continued for the organization 
and maintenance of peace and security. 

That they recognize the necessity of establishing at the earliest 
practicable date a general international organization based on the principle 
of the sovereign equality of all peace-loving States, and open to member- 
ship by all such States, large and small, for the maintenance of inter- 
national peace and security. 

That for the purpose of maintaining international peace and security 
pending the re-establishment of law and order and the inauguration of 
a system of general security, they will consult with one another and as 
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occasion requires with other members of the United Nations with a view 
to joint action on behalf of the community of nations.’ 

In his report to the House of Commons, Anthony Eden, the 
head of the United Kingdom delegation at the Moscow Confer- 
ence, expressed both the hopes and the fears of the leaders of 


the Western democratic countries about the projected program 
when he said: 


The truth must be faced that it is on the part of these powers princi- 
pally that will lie the responsibility for insuring that this war will be 
followed by lasting peace. If they could agree together there is no point 
that is not capable of final solution. If they do not agree together there 
is no international event which could not become an international prob- 
lem.’ 

In an editorial at the time the American weekly, The New 
Republic, gave its view of the significance of the Moscow agree- 
ment when it declared, “it is no exaggeration to say that, despite 
all the difficulties that still lie ahead, last week’s actions by the 
Moscow Conference and by the U. S. Senate have swung open 
the portals to a new world.” * ‘Today, five years after the total 
defeat of the Axis powers, we are not nearly so sure that we 
have succeeded in opening “the portals to a new world” of secu- 
rity and peace. Although the organization of the United Nations 
has been completed, our world is still tragically divided. Indeed, 
it is possibly more seriously divided than at any other period in 
the history of mankind. 

The Soviet Union and the democracies of the West have 
not as yet discovered the means by which they can “agree to- 
gether.” They have even failed in large measure to agree about 
the nature of the world settlement. In Europe, they have reached 
no common plan for the future of Germany, and in Asia they 
have their separate zones of postwar control. As a result of this 
failure to make an over-all peace settlement, the United Nations 
Toy Nation Declaration, printed in The New York Times, November 2, 
1943. 


2 The New York Times, November 8, 1943. 
* The New Republic, Vol. 109, No. 20, November 15, 1943. 
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has had to function without the foundation that a solid agree- 
ment about the contours of the postwar world would have pro- 
vided. Even those preliminary agreements that were reached 
during the period of the war have been nullified by the manner 
in which the Soviet Union has since chosen to interpret them. 

Although the Soviet Union has shared in the work of the 
General Assembly and the Security Council of the United 
Nations, she has not been willing to participate in the economic, 
social, scientific, cultural, and educational activities of many of 
its most important departments. The failure of Russia to share 
in the work of these commissions is serious, for it was originally 
assumed that as a result of codperation in these constructive pro- 
grams, the different nations would grow in mutual understand- 
ing and in their ability to work together for world unity and 
security. In the sessions of the Security Council, the Soviet 
Union has made such frequent and unexpected use of her veto 
power that this crucial agency of the United Nations has been 
all but paralyzed. 

Most important of all has been the failure to reach an agree- 
ment about the instruments of atomic warfare. The far-reaching 
American proposal for a genuine system of international control 
and inspection of the development and use of atomic energy has 
earned the hearty support of fourteen members of the United 
Nations Commission, but the Soviet Union, Poland and Ukraine 
have steadfastly voted against this plan. After discussions in 220 
meetings of this United Nations Commission, extending over a 
period of two years, the Commission has announced that: “It 
has been unable to secure the agreement of the Soviet Union to 
even those elements of effective control considered essential from 
the technical point of view, let alone their acceptance of the 
nature and extent of participation in the world community re- 
quired of all nations in this field by the first and second reports 
of the Atomic Energy Commission.” 

Similar failure has marked the effort of the United Nations 
Commission to get an accord about the regulation of the more 
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conventional forms of armament. As a result of these failures to 
achieve understanding, the burden of military preparation has 
continued to grow heavier. Today, in the heart of the strategic 
land mass of Europe and Asia, the Soviet Union has developed 
one of the most powerful military machines of human history, 
and on its side America is making unprecedented investments to 
keep her defense forces at a high level of efficiency. 

Since the close of the war against the Axis powers, the 
forces of the Soviet Union and those of the Western democracies 
have been engaged in a struggle for influence and control in 
many different theatres in Europe, the Near East, and the Far 
East. ‘This struggle has become so severe that it now is popularly 
described as “the cold war.” On her side, the Soviet Union has 
created a bloc of Communist nations which act as a unit in all 
world affairs. She has also revived the world Communist political 
organization under the new name of the “Cominform.” In 
all parts of the world, the constituent national parties of this 
world Communist movement now operate under directives de- 
veloped by the leaders of the Kremlin. The strength of these 
Communist parties varies enormously in different countries, but 
their Trojan horse practices of infiltration and exploitation of 
depressed and discontented groups have given them real power 
in every continent. Their influence is naturally greatest in those 
countries which suffered most from the devastation of the war, 
and among those colonial peoples that are struggling to throw 
off foreign imperialist controls. In China, the Communists have 
all but completed their conquest of that vast nation with a popu- 
lation of more than 450 millions of people. Even in such mature 
and technologically advanced countries as Italy and France, the 
Communists have penetrated deeply into labor and political 
movements and exert a strong influence over all public affairs. 

These militant and unilateral actions on the part of the 
Soviet Union and its associates have brought about a great 
change in the attitudes of the leaders and the citizens of the 
Western democratic countries. The possibility of ultimate codp- 
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eration in and through the United Nations is still retained, and 
no responsible leader has accepted the defeatist view that another 
world war is inevitable, but the critical nature of the present 
situation is now frankly recognized. The American Secretary of 
State, Dean Acheson, refers to this deterioration in world affairs 
in a paragraph in the letter he prepared for President Truman in 
connection with the transmittal of the official White Paper on 
United States-Chinese relations. In discussing earlier American 
policies he states: 


This was of course the period during which joint prosecution of 
the war against Nazi Germany had produced a degree of coéperation 
between the United States and Russia. President Roosevelt was determined 
to do what he could to bring about a continuance in the postwar period 
of a partnership forged in the fire of battle. The peoples of the world, 
sickened and weary with the excesses, the horrors, and the degradation 
of the war, shared this desire. It has remained for the postwar years to 
demonstrate that one of the major partners in this world alliance seem- 
ingly no longer pursues this aim, if indeed it ever did.‘ 

As they have observed these developments in the policies 
of the Soviet bloc, the Western democratic countries have tended 
to unite for the defense of their own interests. Under the Tru- 
man doctrine and the Marshall plan, our country has given 
extensive aid to the governments of Greece and Turkey, and it 
has assumed an unprecedented réle in a comprehensive program 
for the economic rehabilitation of the nations of Western Europe. 
These financial and economic measures are now being broadened 
by the organization of what is called the North Atlantic Com- 
munity. The stated purpose of this North Atlantic alliance is to 
unite the United States and Canada with the nations of Western 
and Northern Europe for the collective defense of “the freedom, 
common heritage and civilization of their peoples, founded on 
the principles of democracy, individual liberty and the rule of 
law.” According to the Articles of this ‘Treaty, which has already 
been ratified by the U. S. Senate and signed by the President 
of the United States: 


* Printed in The New York Times, August 6, 1949. 
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The Parties, separately and jointly, by means of continuous and 
effective self-help and mutual aid, will maintain and develop their in- 
dividual and collective capacity to resist armed attack. 

The Parties will consult together whenever, in the opinion of any 
of them the territorial integrity, political independence or security of any 
of these Parties is threatened. 

The Parties agree that an armed attack against one or more of them 
in Europe or North America shall be considered an attack against them 
all; and consequently they agree that, if such an armed attack occurs, each 
of them, in exercise of the right of individual or collective self-defense 
recognized by Article 51 of the Charter of the United Nations, will assist 
the Party or Parties so attacked by taking forthwith, individually and in 
concert with the other Parties, such action as it deems necessary, includ- 
ing the use of armed force, to restore and maintain the security of the 
North Atlantic area. 

Any such armed attack and all measures as a result thereof shall 
immediately be reported to the Security Council. Such measures shall be 
terminated when the Security Council has taken the measures necessary 
to restore and maintain international peace and security. 


Obviously the acceptance of this North Atlantic Treaty 
marks another momentous development in the foreign policies 
and responsibilities of our country. Although under its terms the 
United States retains the right to determine the nature of its 
specific responsibilities in any situation which may arise, there 
can be no doubt that we are committed by the Treaty to make 
common cause with the countries of Western Europe in their 
effort to defend themselves against any “potential aggressor.” Al- 
though every effort has been made to bring the provisions of the 
North Atlantic Treaty within the general framework of the 
United Nations, it is apparent that the Treaty is a frank recog- 
nition of the fact that affairs have not at all developed in the 
postwar world as we had hoped they would. 

In fine, the Treaty is solid evidence that our world is not 
united, it is divided. It is divided because the major partners of 
the coalition that was formed to defeat the Fascist powers have 
not been able to make a living thing of their pledge to continue 
their united action “for the organization and maintenance of 
peace and security.” Differences in history, in systems of value 
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and belief, and in systems of economy and government, underlie 
their difficulty in making an operative reality of their partnership 
in the United Nations. ‘These differences, and the fears, suspi- 
cions, and rival ambitions that they breed, have divided the 
world into two power blocs. ‘The Soviet Union is the dominant 
factor in one of these blocs, and our own country, somewhat 
against the will of the American people, has been thrust into 
a position of primary responsibility in the other. It is within the 
context of this divided world that education must be carried on, 
and that education for citizenship must re-define its essential 
meanings.” 


§ 5. Education and the Struggle for a Democratic World 

Civilization 

American education must take full account of these grim 
developments in the world situation. Our country has become 
one of the power centers of the modern world and is involved 
in a structure of international relationships that puts new de- 
mands on its citizens. The fate of democratic civilization may 
depend upon the use we make of our power during this critical 
period. 

Education must define the significance of these new world 
relationships for the nurture of our young. We have abandoned 
our historic isolationism. We have ratified the Charter of the 
United Nations and we are committed to the effort to create a 
general system of collective security. But our postwar experiences 
have convinced us that the United Nations cannot be formed 
into a genuine system of collective security so long as the Soviet 
Union persists in its present program of aggression. We have 
learned that measures of appeasement will not induce the Rus- 
sian leaders to renounce their present power drive. Concessions 

° Since the above was written, it has been officially announced that the 
Soviet Union has succeeded in the production of the atom bomb. Obviously, 
this development makes the problem of the divided world more serious and 


urgent, although it is too early to say whether it will help or make more difficult 
the effort to find a common approach to the problem of world security. 
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of this kind are taken as signs of weakness, and they tend to 
strengthen the very tendencies that we are seeking to eradicate. 
We have therefore entered upon a program of firm resistance. 
We have refused to be forced out of Berlin. In codperation with 
Britain and France we are sponsoring a separate organization of 
Western Germany. Under the Marshall plan we are providing 
substantial economic aid to the countries of Western Europe. 
We are pledged by the North Atlantic Pact to a program of the 
collective defense of the nations of the North Atlantic Com- 
munity. We have given extensive help to the governments of 
Greece and Turkey, and we are beginning to search for means 
by which the advance of Communist forces can be halted in the 
Far East. We continue to stock-pile atom bombs. Our appropria- 
tions for the armed services are greater than at any other period 
of our history. 

In the main, these policies of our government are national 
policies, supported by the members of both major parties. In 
spite of the burdens they put upon us, these policies are backed 
by the major functional groups of our country—business, labor, 
and agriculture. ‘The leaders of organized labor, for example, are 
codperating both at home and abroad in the formulation and the 
administration of these policies. Both the American Federation 
of Labor and the Congress of Industrial Organizations are vigi- 
lant in the effort to keep Communists out of control of their 
various unions, and they are uniting in the effort to develop a 
non-Communist world labor movement. Although most Amer- 
icans realize that there are dangerous potentialities in these world 
policies of our country, they are convinced that they are neces- 
sary. [hey believe that the prospect of organizing a world in 
which freedom can survive is being strengthened by this demon- 
stration in action that we are resolved to do our part to protect 
democratic civilization against all forms of aggression—political 
and cultural as well as military. 

Whether the eventual outcome will be peace or a disastrous 
third World War, no one can predict with assurance at this time. 
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Much will depend upon the forces in our country that will con- 
trol the further development of these policies and that will deter- 
mine the way in which they will be applied in the different areas 
of need and tension. Much will also depend upon the reactions 
of the peoples of the world to these measures—will they eventu- 
ally come to be viewed as expressions of a policy of American 
agerandizement, or will they be welcomed as genuine efforts to 
maintain and create the conditions for democratic world organi- 
zation and peace. Obviously, much will also depend upon the 
ultimate response of the members of the Soviet Bloc. As they 
witness the evolution of these policies will they be led to con- 
clude that another world war is inevitable, or will they gradually 
show by their actual practice that they believe what Stalin has 
so often affirmed, namely, that it is possible for Communists and 
non-Communist nations to codperate for world security and 
peace? The period of tension and uncertainty may be prolonged 
for decades. Nothing but harm will result from the assumption 
on our part that world affairs must rapidly take the form of total 
peace or total war. There is another alternative. Relations may 
continue strained for a prolonged period, and then gradually 
improve as the two Power Blocs begin to find ways of adjusting 
to one another. 

In any case, American educators would do well not to un- 
derestimate the elements of strength in the world movement 
headed by Soviet Russia. Although the Soviet Union is not so 
technologically advanced as the countries of Western Europe, 
she is rapidly developing the scientific and technological com- 
petence of her people. ‘The Soviet Union and the nations asso- 
ciated with her have a strategic geographical position. ‘The great 
land armies of Russia are within walking distance of Western 
Europe and the Near East. Now that China has entered her 
orbit, Soviet Russia has also become a dominant factor in the Far 
East. Her vast domain possesses natural resources that provide 
an adequate material base for the development of a powerful 
industrial civilization. Her people have demonstrated in the 
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ordeal of war their devotion to their country and their capacity 
for heroic resistance. ‘The leaders of the Soviet Bloc are inspired 
by the Marxist system of philosophy which gives them the as- 
surance that the forces of history are working on their side. Even 
in many non-Communist lands, the belief spreads that we are 
restricted today to a choice between a reactionary and repressive 
Fascist movement on one side, and the dynamic, liberating, and 
revolutionary movement of world Communism on the other. 
The Russian policy of equal treatment of all peoples has great 
appeal, particularly in those regions where colored peoples have 
suffered from the domination of the white race. ‘Through the 
existence of seasoned and disciplined Communist movements in 
all parts of the world, the Soviet Union has the service of an 
agency that is unprecedented in the cultural and political life of 
mankind. By their grip on labor and other underprivileged and 
exploited groups, these national Communist parties have re- 
peatedly shown their ability to exploit the civil liberties of demo- 
cratic countries, to abort regular Constitutional processes, and, 
when conditions become favorable, to seize power by direct and 
violent action. The World Communist movement is directed by 
leaders who are well informed about world economic and polit- 
ical conditions, who have learned how to combine long-run pur- 
poses with flexible strategies adjusted to the peculiar conditions 
of different countries, and who have mastered the arts of propa- 
ganda. Those who have had most experience with these Com- 
munist leaders in world conferences, in labor and _ political 
movements, and in cultural and educational affairs have the 
highest regard for their abilities, even though they deplore the 
ends to which these personal abilities are so uniformly subordi- 
nated, The democratic forces have, to be sure, their own peculiar 
strengths, but American leaders would make a cardinal error if 
they were to assume that the Soviet Bloc does not signify a move- 
ment of great present and potential power in the modern world. 

American educators would make an even more serious error 
were they to permit the strength and threat of the Soviet forces 
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to lead them to unite with those who are moved by their fears 
to urge a program of repression and to put their trust solely in 
the military strength of our country. We may be sure that a 
mood of hysteria will not be favorable to the development of the 
mature American policies that are required to meet the varied 
demands of the present world situation. ‘The world is divided 
into two great power blocs, but that does not mean that war is 
inevitable. The fact that an unarmed America would almost 
surely encourage the leaders of the Soviet Bloc to undertake 
bolder programs of aggression, does make it imperative that we 
do our part to equip the democratic forces for effective armed 
resistance. But the clear recognition that adequate military prep- 
aration is desirable does not mean that it is our only, or even 
our first, line of defense. A united and educated citizenry, in- 
formed about world affairs, including the history, the philosophy, 
and the economic and political practices of revolutionary Com- 
munism, trained in the disciplines and the techniques of modern 
science and technology, and inspired by the democratic values 
of American and Western civilization, still remains our first need 
if our concern is to organize by peaceful means a world system 
of collective security. 

America undoubtedly must be strong if she is to be equal 
to her present responsibilities. But the strength of a democratic 
nation is a product of many factors. It derives from the unity 
of its people, a unity that develops when the members of the 
various constituent groups believe that they live under just 
arrangements that do not subject them to economic, political and 
cultural discrimination. It is rooted in the health and vigor of 
a people that results when all are adequately nourished, housed, 
and provided with essential medical and social services. It is 
grounded in the sense of security that is bred in a people when all 
have opportunity for remunerative work and realize that the 
productive powers of their country are not being wasted, but are 
rather being efficiently used to meet human needs. It is also 
grounded in the knowledge, the intellectual competence, and the 
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technical skill which a people acquires through a universal and 
diversified program of education, equally available to all. It is 
fostered by a system of civil and political liberty that makes it 
possible for the members of different economic and social groups 
to share their needs and their hopes with their fellow-citizens, 
and to unite with them in the discussion and the formulation of 
programs to meet their needs. It is also nurtured by the knowl- 
edge that a people has of the values and the institutions of a free 
society, and by its appreciation of the struggles and sacrifices that 
men have undergone in order to develop this organized life of 
freedom and equality that we call democracy. Most basically of 
all it is grounded in the devotion of a people to their institutions 
and laws, and to their conviction that the government which is 
formulating the policies of their nation is led by men of their 
own choosing, and that these leaders are seeking the welfare of 
the plain people who have elected them to their offices of public 
trust. These are the ultimate elements of strength in our country, 
and without these deeper conditions of health and unity and 
devotion, no program of military preparation can in and of itself 
make America secure. 

The development of an America that will have the strength 
to take her full part in the struggle for a democratic world civili- 
zation defines the deepest purpose of our system of education at 
this time. It is from the perspective of this world need and pur- 
pose that education of the American citizen should develop its 
concrete meanings. There is no conflict between this broadened 
conception of the meaning of American citizenship, and the 
need of humanity for a world organized for security, peace, free- 
dom, and social progress. Today, we know of no alternative 
means by which these great human ends can be achieved. 
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